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POLICIES AND PRACTICES OF SENIOR HIGH SCHOOL PRINCIPALS
IN ACHIEVING AN EFFECTIVE PLURALISTIC ENVIRONMENT
Abstract of Dissertation
The purpose of this study was to examine school
effectiveness in three . academic effective schools by
comparing the findings of the effective school and
multicultural education literatures with staff perceptions
and principal interviews.

The study employed a mixed

methodology, using extensive interviews of principals
based on a modified form of the Connecticut Effective
School Survey Instrument.

The strong and less strong

points of school effectiveness were ascertained through
statistical analyses of staff perceptions and analyses of
the principals' interview comments.
The investigation made several findings.

First,

there was a clear relationship between school policies and
practices which adhered to school effectiveness
characteristics and staff perceived effectiveness.
Second,

the physical structure and organizational pattern

of the school must .be considered when assessing the
school's ability to achieve academic and/or social
effectiveness.

Third,

the three schobls in this study

achieved effectiveness by designing policies and practices
to meet the specific needs of the student body.
school effectiveness is a developmental process.
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Fourth,

Variations in response show different paths or styles of
Fifth,

effectiveness.

the findings demonstrate that a

safe & orderly environment is a matter of social
effectiveness,

and it seems to be the base from which

academic effectiveness is developed.
Research Recommendations
Recommendations in relation to the findings of this
study include the following:

Fir~t,

a longitudinal study

of the three schools in this study could be done to gain
an indepth understanding of the factors that contribute to
school effectiveness.

Second, some of the policies and

practices that were employed in the three schools could be
used to improve academic and social effectiveness in other
schools.

Third,

the findings could be used to develop a

district-wide staff development program.

Fourth, the

findings could be used to improve cohesiveness and
communication between the classified and certificated
employees at the district office level.

Fifth,

there

should be a greater emphasis on the promotion of cultural
pluralism within the schools.
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CHAPTER ONE
Introduction

In the past, public schools were judged almost
exclusively on the basis of their ability to teach those
behaviors and attitudes that prepared young people to
participate in the world of work (Edmonds,

1978).

During

the nineteenth and early twentieth century, public schools
were expected to respond to a number of social problems,
but not any of these problems were assessed in terms that
included pupil cognitive gain (Edmonds,

p.4).

In recent years the public has placed a greater
emphasis on student achievement.

Specifically, the public

has viewed and judged schools in light of declining test
scores,

discipline problems and poor teacher education.

Demands that something be done have come from both parents
and legislators.

These demands set the stage for a new

effort to improve the schools and gave birth to the
effective school movement (Effective School Report,

p.l).

Today, school effectiveness is judged primarily on the
basis of student academic achievement and the rest of the
"effective schools"

research.

Coleman was directly instrumental in effecting
change related to school effectiveness (Edmonds,

p.

4).

His conclusion that Black pupil performance seemed to be
dependent upon family background,
l

and not upon the school,
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influenced researchers to try to discover whether they
could find evidence rejecting an inevitable connection
between children's socio-economic status and their ability
to learn.

To find answers,

the researchers observed and

compared effective and ineffective schools over a long
period of time in relation to some measure of
effectiveness.

The methodologies of the studies varied

somewhat, but had a common approach.

These studies were

either ethnographic or descriptive; correlational; or a
combination of correlational and case study approaches
(Overview of Effective Schools Research, p.l).
Past researcher methods have concentrated piimarily
on academic performance as the dependent variable.

The

results of these studies have been viewed as inconclusive
and overly negative in their inability to locate school
characteristics which seem to make a difference in school
outcomes.

Crain and Mahard (1981),

suggest that the

problem is that much of the research has been
methodologically strong in its statistics, but weak in
conceptualization, questionnaire construction,
paying attention to the logic,
statistics of analysis.

and in

as opposed to the

To overcome these problems, Crain

and Mahard suggest the following remedies:

( 1) classroom

analysis should be done at the elementary school level,
and school-wide analysis at the secondary level;
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(2) research should go beyond using only achievement test
scores as dependent variables;
school success should be used;
should be used;

multiple indicators of
( 3) multiple data sources

and (4) analysis should use a conscious

model of hypothesis testing,

which goes beyond simply

searching for the perfect regression model.
In the past,

the primary methodological focus has

been on the use of quantitative (input-output),
than on qualitative techniques.

rather

Qualitative techniques

have not been used, mainly due to the length of time and
the expense involved in doing these studies.
In addition to using quantification as an approach to
reality, qualitative methodology is another equally
important approach to reality.

Filstead (1970),

has

described qualitative methodology as a "firsthand
involvement with the social world."

He suggested that

qualitative methodology should recognize the importance of
both an inner and an outer perspective of human behavior
(Filstead, p. 8).

He defines qualitative methodology as

follows:
Qualitative methodology refers to thos.e
research strategies, such as participant
observation, in-depth interviewing, total
participation in the activity being
investigated, field work, etc., which allow the
researcher to obtain first-hand knowledge about
the empirical social world in question.
Qualitative methodology allows the researcher to
"get close to the data", thereby developing the
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analytical, conceptual, and categorical
components of explanation from the data itselfrather than from the preconceived, rigidly
structured, and highly quantified techniques
that pigeonhole the empirical social world into
the operational definitions that the researcher
has constructed (Filstead, p. 6).
To fill the vacuum that has been created by past
research methods, researchers have begun to utilize the
case study method, when practical.
longitudinal studies are,

Two examples of

Mary Haywood Metz's Classroom

and Corridors:

The Crisis of Authority in Desegregated

Schools (1978),

and The Invisible Children (1978),

Rist.

Crain and King (1983),

by Ray

recommend the use of the

transitional or eclectic method of research which
incorporates the use of both the quantitative and
qualitative methods.

Fifteen Thousand Hours:

Schools and Their Effects on Children (1979),
Rutter, . et al.,

Secondary
by Maughan,

is an excellent example of the use of this

eclectic method.
As other studies (Edmonds 1978; Lezotte 1980; Phi
Delta Kappa 1982; Rutter et al.,

1979) were published,

reviewers of the research began to see common threads
running across them.

The attempts to synthesize these

commonalities have given us our present understanding of
school effectiveness (Purkey & Smith,

1982,

p.

65).

As the "father of the effective school movement",
Edmonds added a new dimension to the research.

Ron

In 1979,
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in a response to the Coleman Report,

Edmonds identified

some schools where Black pupil performance was independent
of family background and socio-economic status.
schools were said to be "effective".

These

This research

represented a methodological turn around for Edmonds,
because he decided to look for effective schools rather
than hypothesize what makes schools effective.

By linking

this methodological orientation with the statistical
orientation toward the research,
schools that functioned

well.

Edmonds started studying
As a result of his

research, Edmonds identified five important
characteristics of these effective schools.

He speaks of

the most tangible and indispensable characteristics
of effective schools as follows:
They have strong administrative leadership
without which the disparate elements of
good schooling can neither be brought together
nor kept together.
Schools that are
instructionally effective for poor children
have a climate of expectation in which no
children are permitted to fall below
minimum but efficacious levels of
achievement.
The school's atmosphere is
orderly without being rigid, quiet without
being oppressive, and generally conducive
to the instructional business at hand.
Effective schools get that way partly by
making it clear that pupil acquisition of
basic school skills takes precedence over
all other school activities.
When
necessary, school energy and resources can
be diverted from other business in
furtherance of the fundamental objectives.
The final ~ffective school characteristic
to be-set down is that there must be some
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means by which pupil progress can be
frequently monitored.
These means may be
as traditional as classroom testing on the
day's lesson or as advanced as criterionreferenced system-wide standardized
measures.
The point is that some means
must exist in the school by which the
principal and the teachers remain
constantly aware of pupil progress in
relationship to instructional objectives
(Edmonds, pp. 33-34).
These characteristics are based on common sense,
observation, and logic.
proven to work.

Plus, some of them have been

Hence, it makes sense that educators pay

attention to what the researchers have said.

However,

caution must be taken since there are some limitations to
this research.

For examples,

the studies have mainly

taken place in monocultural, inrter-city schools; most of
the studies have been at the elementary level; the dearth
of longitudinal studies decreases the generalizability of
the findings; and all the characteristics may not be
applicable to all schools, since physical and/or
structural components can hinder the implementation of
certain characteristics (Farra,

Neufeld,

& Miles, 1984,

pp. 703-705).
Edmonds' research has since been supported by other
researchers such as Brookover
others (1979),

&

Lezote ( 1979),

and Phi Delta Kappa (1980).

Rutter

&

These studies

on the determinants of achievement have been concerned
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with variables relating to (1) how schools and school
districts are structured and make decisions;

(2) the

process of change in schools and school districts; and
(3) the way in which classrooms and schools can increase
the amount of time spent on productive instruction (Purkey
&

Smith, 1982).
Lezotte (1982) stated that the school effectiveness

characteristics do not represent a recipe for future
school improvement, but they do represent a framework for
school improvement.

By this he means that there are sets

of characteristics available and the necessary technology,
but there is not a clear set of rules to make schools
effective.

Lezotte believes that schools are gravitating

toward the school effectiveness research for three
reasons.

( 1)

oriented;

( 2) the number of alternative research-based

The research is clearly "student outcome"

approaches to school improvement are few or nonexistent;
and (3) educators find the research sensible because it
looks at the whole school, recognizes roles and role
relationships,

and acknowledges the subtle yet powerful

interactions that exist between and among the members of
the school social system (Lezotte,

1982).

Although there is considerable overlap between the
academic and social effectiveness literature, and they
have used a number of criteria that have been proven to
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work, these areas do differ in emphasis.

While the

academic effectiveness literature focuses on the academic
variables with an orientation toward the social variables,
the social effectiveness literature focuses on the social
variables with an orientation toward the academic
variables.
The multicultural data have introduced some social
factors that are necessary for achieving school
effectiveness.

(Refer to Social System Variables, pp. 45-

46).

the school effectiveness and multicultural

Together,

data will be applied to this research project in a study
of

three

pluralistic

Francisco Eas·t

senior

high

schools

in

the

San

Bay Area.

In exploring these two strands simultaneously,
attempts will be made to answer this question:
an effective pluralistic school look like?

What does

In other

words, how have school administrators dealt with problems
involved in achieving academic and social effectiveness,
and what are the cultural or social factors that
contribute to achieving an academically and a socially
effective school?
The effectiveness will be measured via the use of
observations, interviews, questionnaires and site
observations.

Academic effectiveness will be assessed

according to the school's ability to achieve percentile
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scores on norm-referenced tests.

Whereas, social

effectiveness will be assessed according to the school's
ability to achieve an environment of positive feelings and
communication between and among its constituents.

Thus,

an effectively operated school is one that achieves
academic effectiveness and social cohesiveness.
Although there is no one model that explains school
effectiveness for any group of students, effective schools
do share a climate in which it is incumbent on all
personnel to be instructionally effective for all pupils
(Edmonds,

1979, p. 32).

The schools have an optimum

learning environment that nutures the cognitive,
affective, social and aesthetic development of its
students (Klopf,

Scheldon

&

Brennan,

1982).

It is unfortunate that the effective school studies
and the multicultural data have been reported separately
in the literature,
school.

because they should be a part of every

So in exploring these two strands simultaneously,

attempts will be made to answer this question:
an effective pluralistic school look like?

What does

In other

words, how have school administrators dealt with problems
involved in achieving academic and social effectiveness,
and what are the cultural or social factors that
contribute to achieving an academically and a socially
effective school?
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The Problem
The purposes of this study,

then,

were (1) to employ

two sets of criteria, academic and social in the
examination of three pluralistic schools as the standards
for

judging school effectiveness,

(2) to examine the

methods or courses of action that the principals designed
and performed to integrate the findings of the school
effectiveness and multicultural education literatures in
their attempts to achieve academic and social
effectiveness, and (3) to deal with a modified qualitative
approach to school effectiveness. Specifically,
?ttempted to answer the
1.

follo~ing

this study

questions:

What were the administrative policies and

practices that characterized academically effective
schools?
2.

What were the administrative policies and

practices that characterized socially effective schools?
3.

What were the administrative policies and

practices that characterized schools that were
comprehensively (both academically and socially)
effective?
4.

What was the relationship between academic and

social effectiveness?
5.

How did a complete effective school operate, and
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to what did the staff, students, and parents attribute to
this effectiveness?
Definition of Terms
There are some key terms that will be helpful to
the reader.

These terms are as follows:

Effective school:

an optimum learning environment

one that nurtures the cognitive,

affective,

social and

aesthetic development of its students (Klopf,
Brennan,

Scheldon,

&

1982).

Multicultural:

A sub-category of social.

It

includes specifically those policies and practices that
deal with the cultural and

ra~ial

issues in a pluralistic

setting.
Policy:

a method or course of action adopted by an

organization designed to influence and determine decisions
(American

Heritage Dictionary,

Pluralistic school:

1979, p. 546).

in this study,

one that has a

multiethnic student population.
Practice:

The actions that are actually performed by

school personnel in implementing school policies, or the
act of doing something (American Heritage Dictionary,

p.

554).
Senior High School:

in this study,

one that serves

students in either grades 9-12 or 10-12.
Social:

those things that a school does as a social
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unit to deal with the overall perceptions or feelings
about the school.
Assumptions
This study was implemented with certain assumptions.
They were as follows:
1.

The principal is the educational leader of the

school.
2.

The students, faculty,

and staff members

recognize the principal as the educational leader of the
school.
3.

There were some effective pluralistic schools in

the San Francisco East Bay Area.
4.

An effective pluralistic school uses student

academic achievement as its main guideline and is
concerned about the academic achievement of all the
students.
5.

The school gives more attention to improving race

relations at the 9th and lOth grade levels, because it is
important to address this issue at an early age.
6.

The school is socially effective if its policies

and practices address the needs of all the racial and
ethnic groups within the school.
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Limitations
This is a cross sectional study.

Cross sectional

studies examine things at a point in time.

While this

offers certain advantages, it does not allow the
researcher to examine processes or policies over a period
of time.

Therefore one cannot make generalizations about

what has happened before or what will follow afterwards.

A longitudinal study would offer a more long term view,
but in this study this was not feasible because of the
time and resources.
The school effectiveness research findings will be
applied to the study of three senior high schools in the
San Francisco

East Bay Area with the following

limitations in mind.

(1)

They are:

The definition of

effectiveness and the characteristics of effective schools
were both derived from research on urban elementary
schools that served predominantly minority populations.
The research studies tend to emphasize student academic
achievement as its singular measurement of effectiveness
(Farra,

Neufeld & Miles,

1984).

(2)

The physical

structure and the organizational pattern of the school
must also be considered when assessing a school's ability
to achieve academic effectiveness.

For examples,

the

departmental structure of the high school raised issues
regarding the implementation of the school effectiveness
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characteristics.

All high school programs do not

emphasize instruction in the basic skills, and heavy
management responsibilities prevent high school principals
from paying sustained attention to curriculum and
instruction (Farra,

Neufeld

&

Miles,

1984).

In addition to these limitations, Farrar, Miles and
Neufeld,

( 1984) feel that there are others,

and they urge

caution when applying the school effectiveness research to
secondary schools.

For example, they emphasize that

academic achievement is only one of many important goals
at the secondary level and that other variables such as
good discipline, lack of vandalism, and high rates of
attendance,
outcomes.

should be considered in assessing

stud~nt

In seeking to achieve a variety of goals, high

schools also strive to prepare some students for college,
some for the workplace, and all of them for citizenship.
Since some of these goals vary in importance among
students, the definition , of an effective high school may
need to reflect goals appropriate for all student (Farra,
p.

703).

This research project did not compare effective with
ineffective schools.
were considered,

Only academically effective schools

because these schools share a climate in

which it is incumbent on all personnel to b-e
instructionally effective for all pupils.
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Significance of the Study
This study will serve a variety of purposes.

They

are:
1.

Add useful knowledge to the field of educational

research.
2.

Promote awareness of success in achieving both

educational quality and positive human relations in the
public

schools.

3.
training,
4.

Identify,

for administrative and instructional

the factors leading to such success.
Provide recognition for those principals who

promote multicultural education and . cultural pluralism,
and provide incentives for other schools to improve in the
area of human relations.
5.

Enhance the realization of the goals of

desegregation,

integration,

multicultural education,

and

cultural pluralism.
6.

Identify some effective pluralistic high schools

in the San Francisco East Bay Area.
7.

Serve as a source of data for the California

State Department of Education and other educational
organizations.
8.
data.

Expand the existing school effectiveness research

/
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Overview
While the school effectiveness research has been
mainly limited to the use of the process-product paradigm,
the interrelationships or the mediating effects of other
variables that affect student achievement have been
basically ignored.

This is so,

even though research

studies indicate that from a naturalistic standpoint,
classrooms at both the elementary and secondary levels
contain a large and complex set of environmental features
(Doyle,

1977).

It follows,

that if the classrooms

contain a large and complex set of environmental features,
so does the entire school.
Thus,

the purposes of this study were (1) to employ

two sets of criteria,

academic and social in the

examination of three pluralistic schools as the standards
for judging school effectiveness,

( 2) to examine the

methods or courses of action that the principals designed
and performed to integrate the findings of the school
effectiveness and multicultural education literatures in
their attempts to achieve academic and social
effectiveness,

and (3) to deal with a modified qualitative

approach to school effectiveness.
At the institutional level, this study attempted to
obtain a very holistic view of what happened in three
effective schools by the use of an ecological rather than
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a process-product approach to the research.

The

ecological approach focuses on mutual relations among
environmental demands and human responses in the natural
school settings (Doyle,
data,

p.

176).

By using naturalistic

"the repetitive demands work makes on people and the

ways in which they come to adjust, in myriad ways, to
those demands "are described" (Lortie,

1973). Thus,

this

ecological model enables one to identify environmental
demands of the school and speculate about the mediating
strategies necessary to meet those demands successfully
(Doyle, p. 176).
This study is organized in seven chapters.

In

Chapter 1, the purpose, assumptions, significance,
limitations, and an overview are presented.

The school

effectiveness literature and some qualitative studies of
administration in secondary schools are discussed in
Chapter 2.

Chapter 3 contains the methodology and

procedures used to obtain the data.
selection process for the sample,

Included are the

the development of the

survey instruments including reliability data, data
collection results, and the statistical treatment of the
data.

Chapter 4 contains an analysis and discussion of

the data and findings of the statistical procedures used.
Chapter 5 contains an analysis of the effective policies
and practices within each school.

Chapter 6 contains

analyses of the principals' interviews.

The final
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chapter,

Chapter 7 contains a summary of the study,

conclusions,
this

area.

and recommendations for further research in

CHAPTER TWO
A Comprehensive Examination of School Effectiveness
There has been constant pressure on the public
schools, and the issue of student achievement has always
been at the forefront of these pressures for different
kinds of school reform.

The two issues that have

propelled school reform historically have been social
issues and student achievement.
this

These are the two foci of

study.
These two foci, academic achievement and social

issues of various kinds, have also become entangled
historically. Despite
other ways,

~he

attempts to disentangle them in

academic achievement and social issues have

always been entangled.

The plan of this chapter is to

give a comprehensive examination of the academic and
social aspects of school effectiveness.
In the first section some of the characteristics
which are associated with academically effective schools
will be discussed.

Following this section is a discussion

of the social effectiveness literature as it relates to
the areas of integration, desegregation,

multicultural

education, and social analyses of schools.
Today, some of the public continues to be
dissatisfied with the public schools and continues to call
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for reform in one way or another.

For some critics and

reformers, this dissatisfaction has changed to
disaffection.

These reformers have since been seriously

giving their attention to deschooling our society.
The failure of our schools to raise the academic
achievement of most of the students has been given as the
main problem.

Despite the many attempts at educational

reform (Vocational Education Act of 1963,

the Civil Rights

Act of 1964, the Economic Opportunity Act of 1964, the
National Defense Act of 1965, the Higher Education Act of
1965, and the Elementary and Secondary Act of 1965),

the

history of these interventions has not been very
distinguished as far as raising pupil achievement.
(Madaus et al., 1980).
The schools have also failed due to the unrealistic
expectations that have been placed upon them.

Beginning

with the Supreme Court's Brown vs. Topeka (Kansas) Board
of Education decision in 1954, and followed by the arrival
of Sputnik in 1957,

Jerome Bruner's spiral curriculum,

school reform challenges by academicians and educators,
social demands for civil rights and human equity,
created by the Vietnam War,

tensions

and the Equal Opportunity

Program of the Civil Rights Act of 1964, the schools
became centers for social reform.
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As centers for social reform, the schools had to
deal with many proposals.

These proposals called for

reform in school structure, classroom organization, and
instruction.

Unfortunately, many of these reforms were
Therefore,

adapted, but were not implemented, properly.

they fail to make an impact. The failure of reform can be
attributed partly, but not exclusively, to the following
reasons:

(1) educator-reformers in the areas of

curriculum and organization failed to join forces and
learn from each other's research;

( 2) some proposals

excluded educators from the decision-making process;

(3)

skilled personnel were not available to fully implement
the proposals or to write necessary programs;

(4)

reluctance of teachers to change their teaching methods;
( 5) loss of classroom autonomy by teachers;

( 6) loss of

teachers' ability to negotiate with students,
nongraded and multigraded classrooms;
federal funding;

i.e.,

in the

(7) the decrease in

and (8) the failure to see the school as

a social system and as the focal point for educational
improvement

(Goodlad, 1975).

Efforts to reconstruct or reform the schools in
response to the demands by parents and legislators alike,
have given birth to the "Effective School Movement".

The

Effective School Movement uses academic achievement as its
dependent variable,

and research studies in this area have
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identified several characteristics that help to
distinguish effective from ineffective schools.
In addition, interpretation of the 1966 Coleman
Report that schools do not make much difference,

increased

the public's dissatisfaction with the schools (Goodlad,
44).

p.

Goodlad feels that our schools are beginning to

regain the respect of the public by returning to more
realistic goals.

Among these goals, Goodlad suggests that

the schools' effort to reconstruct should include a
rededication to the principle of equality of educational
opportunity and reexamination of ends and means in light
of this principle (Goodlad, p. 44).
Effective Schools
In this review an effective school will be defined
and some of the characteristics which are associated with
academically effective schools will be discussed,

and the

roles of integration, desegregation, multicultural
education,

and sociological research as four types of

studies which bear on social effectiveness will be
presented.
Effective schools are those schools that attempt to
educate all students, and have been found by Edmonds to
have the following
leadership;
....---- - -.,

cha~acteristics:

(1) strong

(2) high teacher expectations;

(3) an orderly,
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relatively quiet and pleasant atmosphere;
pupil acquisition of reading skills;

(4) emphasis on

(5) frequent

reinforcement through evaluation of academic skills;
high rate of district support services;
teachers

(Edmonds,

1978,

pp.

(6) a

and (7) satisfied

21-34).

Goodlad used a DDAE (Dialogue,

Decision-making Action

and Evaluation) model to determine a school's
effectiveness and its ability to effect cnange.

In

addition to the effective characteristics mentioned by
Edmonds,

Goodlad's findings indicate that the effective

principal is low in the use of authority; shows high
visible support of the teachers and pride in the school;
s p e n d s mu c h t i me on t he· c a mpus a n d 1 e s s i n t he o f f i c e ; a n d
assumes considerable leadership responsibilities · (Goodlad,
1975).
Although there is no one model that explains school
effectiveness for any group of students,

effective schools

do share a climate in which it is incumbent on all
personnel to be instructionally effective for all pupils
(Edmonds,

1978, p. 32).

These schools have an optimum

learning environment that nurtures the cognitive,
effective, social and aesthetic development of its
students (Klopf et al.,

1982, p.

35) and can be

described by some or all of the following characteristics.
They are organized into two broad areas:

24

(1)

instruction afld curriculum,

and (2) school climate.

Some educators say that they are interrelated and
cannot be separated, but a separation of these
characteristics enables one to gain a better understanding
of the importance of each characteristic.

The instructi.on

and curriculum characteristics focus on promoting student
achievement and the school climate characteristics focus
more on . achieving student social reform.
Instruction and Curriculum
There are seven characteristics in instruction and
curriculum that can . be identified as factors that promote
student learning as the primary function of schools.

Some .

of the characteristics focus · on what students learn and
how they are taught,

and others are concerned with the

goals of the school and what it does to monitor, control,
and obtain these goals (Murphy & Pruyn,
l.

Academic Goals.

1983).

In effective schools academic

achievement is the primary school mission.

There is

usually a set of specific school objectives that emphasize
measurable student learning and stress student mastery of
grade level skills in the basic subjects (Murphy & Pruyn,
p.

21).

2.

Opportunity to Learn.

opportunity to learn,
academic subjects,

Schools that emphasize an

devote more time to the learning of

have students actively engaged with the
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subject matter, and protect and nourish class time.
means that late starts,

This

early dismissals and interruptions

of lessons are not tolerated.

Students are also required

to do work and to cover more content, and the work is
arranged so that students are able to achieve a high rate
of success (Murphy

3.

&

Pruyn, p. 21).

Coordinated Curriculum.

Effective schools are

characterized by a highly coordinated curriculum in which
there is a tight coupling among the objectives, materials,
instruction and assessment.

There is usually a set of

specific instructional objectives that students are
expected to master, and there is a common effort in the
selection and development of curriculum materials (Murphy
&

Pruyn, p.

4.

21).

Active Teaching.

The effective classrooms,

teacher plays a major role in instruction.

the

Students are

encouraged to learn and a high proportion of a teacher's
time is spent interacting directly with students both in
large groups and individually (Murphy & Pruyn,

5.

Strong Instructional Leadership.

p.

21).

The essential

characteristics of an effective school are debatable,

but

all effective schools are characterized by having a strong
principal.

As the leader of the school,

the principal has

to provide leadership in maintaining and improving the
quality of educational services and in establishing an
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environment that promotes racial equality,

justice and

equity in the school (Murphy & Pruyn, p. 21).
In an effective school,

"instructional leadership is

strong and without it the disparate elements of good
schooling can be neither brought together nor kept
together" (Edmonds, 1978,

p.33 ).

Past research has

emphasized the importance of strong principal leadership
as a prerequisite for affecting effective schools.
However, recent research indicates that an effective
school does not necessarily rely upon the leadership of
its principal (Gersten,

Carnine

&

Green,

1982).

In fact,

it has been discovered that this leadership can be
exemplified by another staff member or group.

For

example, a group of teachers who has an interest in
academic achievement, could actually be the instructional
leaders of the school.

This finding clearly indicated

that before one makes statements about the leadership of
the school,

he/she should first determine who is the

leader.
Ingram stated that the principal must be responsible
and in charge of instruction and the program designed to
implement it.

Studies have also discovered that a leader

is instrumental in setting the tone of the school; helps
decide on instructional strategies; and organizes and
distributes the school's resources (Edmonds,

p.

20).

The
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importance of strong leadership in affecting effective
schools has also been documented by the research studies
of Brookover & Lezotte (1979),
Delta Kappa
6.

Ron Edmonds (1981),

(1980), and McCormack-Larkin

Basic Skills Emphasis .

&

Phi

Kritek,

(1982).

There has to be clarity

among the staff and students that pupil acquisition of
basic school skills takes precedence over all other school
activities (Edmonds, p. 33).

An effective school conveys

the expectation that all students are expected to obtain
at least minimum mastery of the basic skills, and there
are means by which the school continuously measures
student progress.

These measures of student achievement

are used as the basis for program evaluation.

The

emphasis on learning the basic skills also means that the
staff of effective schools believes that all students can
learn.

The importance of emphasizing the mastery of the

basic skills has been documented by Brookover & Lezotte

(1979),

Edmonds (1981),

and McCormack-Larkin & Kritek

(1982).

7.

Inservice Training.

An effective school is

involved in a continuous process of inservice as a means
of clearly communicating its mission to its staff,
students,

parents, and community.

Inservice training

consists of a program of systematically designed
activities planned to increase the competencies, skills,
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and attitudes needed by school personnel in the
performance of their assigned responsibilities (Allen,
1975,

p.68).

Inservice training should also be a

collaborative process.

Collaboration means a sharing of

power, sharing in the planning, organization, operation,
and evaluation of programs, and sharing in the commitment
of resources (Allen,

p.

23).

This collaborative effort

should be among the agencies and groups that are involved
in the school, have vested interest in it, will be
affected by it, and are to benefit from it.
should include professional organizations,
professionals, parents, and students.

These groups
individual

Thus, an effective

inservice training program has, but is not limited to, the
following characteristics:

( 1) The program is locally

planned by the people to be affected;
the regular school day;

(2) it is built into

(3) it interfaces with curriculum

development and instructional improvement; (4) it is based
on personnel needs, school program needs and student
needs;

(5) it includes educators at all levels - teachers,

administrators, county officers, higher education
personnel,

and state d_epartment personnel;

(6) it includes

all school personnel, nonprofessionals as well as
professionals;

( 7) it is recognized as an essential

element of the educational process; and (8) there are
collaborative efforts to look at ways to involve parents
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more effectively in the educational process (Allen,
73).

p.

The importance of inservice training as an effective

school characteristic has been documented by Brookover &
Lezotte (1979);
Larkin

&

Phi Delta Kappa (1980);

and McCormack-

Kritek ,1982, p. 17.
School Climate

This section will focus on those school climate
characteristics that enables a school to achieve academic
effectiveness.

Some researcher have stated that

instructional & curriculum and school climate
characteristics are interrelated, but the school climate
characteristics are considered secondary to the
instruction & curriculum ones.

However,

if the school

climate characteristics are present in a school, they
influence achievement by providing an environment in which
learning can take place.
The principal is responsible for developing a
positive and humane climate.

This means that the

principal has to work closely with his staff and encourage
them to help develop a school climate that is conducive to
teaching and learning.

According to Fox et al.

( 197 3),

the fault rests with the staff if the school climate is
inadequate,

and that failure is a direct reflection upon

the administrator as a climate leader (Fox et al.,
p. 121).

1973,

A positive and wholesome school climate is the
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foundation for cultural change in schools.
climate does not exist in the schools,

If a positive

the principal will

find it difficult to effect any form of change.
A positive school climate would indicate that the
principal views the school as a social system and
incorporates a holistic approach when planning,
implementing, and managing the change process.

He has to

focus his attention and energies on the school as a whole
functioning institution,

rather than as simply a sum of

discrete parts (Goodlad,

1975,

p.

xiv).

This is

accomplished by relying upon support from the staff,
students, parents, district personnel, community, and
other external support systems (Goodlad,

1983,

p.

32).

Six characteristics which are associated with a positive
school climate are discussed in the following paragraphs.
They are:
1.

An Orderly & Safe School Climate.

The need for a

positive school climate has been documented by Edmonds
( 1981) and Rutter et al.
Larkin ( 1982).
climate,

( 1979),

and Kr i tek, McCormick-

When there is an orderly school

the school's atmosphere is relatively quiet and

pleasant without being rigid or oppressive, and is
generally conducive to the instructional business at hand
(Edmonds,

p.

33).

In an effective school,

the staff ·

takes responsibility for the behavior of all students,

all
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the time,

and throughout the school.

Teachers are

concerned about student behavior both in and outside the
classroom, and are not reluctant to reprimand students for
negative behavior .

A safe climate means the signs of

vandalism are few or non-existent in an effective school.
Although vandalism might occur, the school administration
has the responsibility of avoiding signs of institutional
neglect

(Edmonds,

1982).

A discipline policy that has been clearly
communicated to the students and parents,

and is

administered fairly to all students, can contribute to
maintaining an orderly and safe school climate.

School

governance has been found to be of critical importance in
creating safe schools.

Those who serve as firm

disciplinarians, strong behavioral models and educational
leaders, are crucial in making the school safe.

Moreover,

the improvement of the academic program and the atreaaing
of the importance of academic excellence,

have been

associated with the turning around of a violent school
(NIE's Safe School Study,

1978).

An orderly school climate is at its best when the
students feel that they are a part of the school.

Efforts

by effective schools to create an atmosphere of support
and belonging have included the use of school logos
printed on notebooks, homework folders, and T-shirts:
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various forms of recognition for the academic
accomplishments of the school, its staff, and students;
and the encouragement of students to participate in school
leadership positions.

A safe and orderly school climate

creates a pleasant place in which to work.

There is a

high correlation between student academic outcomes and
pleasant working conditions (D'Amico,
Furthermore,

1982).

teachers are more satisfied when a school has

pleasant working conditions.
2.

Parent and Community Support.

There are high

levels of parental contact with the school and parental
involvement with school activities.

An effective school

engages in regular and consistent communication with
parents as an attempt to include them in the total life of
the school.

Through this communication program, the

school clearly defines the homework policy; emphasizes the
importance of regular school attendance; clearly
communicates the school's expectations related to behavior
standards; and increases its awareness of community
services which are available to reinforce and extend
student learning (McCormack-Larkin & Kritek,

1982).

The

school also conveys to parents and students the importance
the staff places on academic work.

For example, a policy

which requires that progress reports be sent to the
parents of all students numerous times a year, and a
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policy which requires parents to pick up student report
cards at school and to meet with their children's
teachers, help to convey the importance of academic work
(Murphy, et al.,
Brookover

&

1983, p. 22).
Lezotte's study ( 1979),

indica ted that

there were more parent-initiated contact and involvement
at the improving schools even though the overall amount of
parent involvement was less.

This finding means that the

number of parents that are involved in the school is not
as important as the quality of their school contacts
(D'Amico,
(1980),

1982).

In addition,

a Phi Delta Kappa study

indicates that successful urban schools are also

characterized by high level of parental contact with th~
school and parental involvement with school activities
(D'Amico,
3.

p. 62).
Student Participation and Responsibility.

Some

effective schools provide many opportunities for their
students to be involved in a variety of meaningful
activities in the school.

Effective schools find ways of

involving a large proportion of their students in these
activities and are able to keep the participation high by
offering the students the opportunities to learn skills
that lead to their success (Murphy & Pruyn, p.

4.

Widespread Rewards and Recognition.

20).
Effective

schools do a better job of rewarding students for good
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behavior and academic achievement.

These rewards are

provided frequently and liberal use is made of public
recognition via assemblies,

school and local news media,

and the awarding of plaques, trophies, et cetera (Murphy &
Pruyn, p. 20).

5.

Staff and Student Cohesion & Support.

In

effective schools a sense of community exists among staff.
Teachers respect one another,

show concern for each other,

and openly deal with their problems and/or concerns.
There is a sense of community and cohesion among students
and between students and staff, and exists both in and
outside of school (Murphy & Pruyn p.
6.

High Expectations.

20).

There is a climate of

expectation in which no students are permitted to fall
below minimum but efficacious levels of achievement.
Therefore, an effective school through its policies and
practices, clearly communicates to students and parents
that all students can learn,

and they are expected and

encouraged to do so (Murphy & Pruyn).
Project RISE (Rising to Individual Scholastic
Excellence), a program that was implemented in 20 of the
Milwaukee,

Wisconsin public schools in 1979, is based

explicitly on the following assumptions:
all students,

(1) virtually

regardless of their family background,

race,

or socio-economic status, can acquire the basic skills;

35

(2) inappropriate school expectations,

norms,

practices,

and policies account for the under-achievement of a
preponderance of low-income and minority students; and
(3) the literature on effective schools and classrooms has
identified expectations, norms, practices, and policies
that are associated with high achievement.

student

achievement, was also found in a well-known study
published in Pygmalion in the Classroom by Rosenthal and
Jacobsen

(Holt,

1968).

According to Rosenthal and Jacobsen, students will
achieve if the teacher expects them to achieve (Tiedt &
Tiedt,

1979,

p.

12).

Teacher expectations and

interactions have been known to be affected by differences
in the characteristics and behavior of children (Foster,
Algozzine,

and Ysseldyke,

1980, p. 27).

inf 1 uence a teacher's expectations,

Many things can

and the resulting

behavior, positive or negative student performance, can be
attributed to the communication of teacher attitudes
(Tiedt & Tiedt, p. 14).
One way in which teachers communicate their attitudes
is through their methods of handling classroom
recitations.

Teachers who convey the universal

expectation of minimum mastery make classroom recitation
random . rather than just calling on those students who they
predict to know the answers.

The teachers may not call on

36

every student every day, but they should devise a method
which assures that the distribution of recitation is
independent of race,
p.

social class, or sex (Edmonds,

198 2,

14).

Palardy has demonstrated that teacher expectancies
significantly affect child performances in academic areas
(Palardy,

1980, p. 27 ).

His research as well as that of

others, clearly convey to the students in no uncertain
terms,

the teacher's attitudes toward expected

achievement.

To convey a positive attitude regarding

achievement, the teachers in effective schools have
eliminated all grouping practices that led to academic
stratification or

tracking

(Palardy,

1980).

findings by Brookover & Lezotte (1979),
Phi Delta Kappa (1980),

The

research

Edmonds (1981),

and Rutter & others (1979), have

helped to confirm the need for high · expectations in our
schools.

In summary,

school effectiveness as a relatively new

field in educational research,

has presented educators

with a variety of characteristics that distinguish
effective schools from ineffective schools.

The salient

characteristics have been discussed in the previous
paragraphs.
An effective school is seen as an optimum learning
environment--one that nurtures the cognitive,

affective,
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social, and aesthetic development of its students.

The

research indicates that an effective school has a high
level of collegiality, a tremendous amount of
communication, and a tremendous amount of collaborative
decision-making.
Social Effectiveness:
Integration,
Desegregation, Multicultural Education
and Soc1ological Research
Integration, desegregation,
and sociological research,

multicultural education,

are four strategies that have

been used to promote interracial contact and general
education in our schools.

Studies in these areas tend to

look at reducing social conflict as a means of achieving
school

effectiveness.

This is a divergent literature.

Data from this broad

range of research that has focused on the school.

Some of

this has been policy research and has looked at the
effects of policy on schools as with desegregation.

Some

has been definitional in that it looked at integration
versus desegregation,

and some has verged on curriculum in

that it looks at multicultural education as .a way to
achieve social effectiveness in schools.

There is much

overlap between these areas, but the primary difference is
that multicultural education focuses on social variables
within the school with an orientation toward the academic,
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while the desegregation/integration literature focuses on
the academic variables with an orientation toward the
social variables.

Hence,

the difference is in emphasis

and not on different subject matter.
The integration literature tends to look at what an
integrated school means with an orientation toward policy
changes.

For example, an integrated school provides an

environment in which students from diverse backgrounds
with different expectations of school can benefit from an
educational experience in which diversity serves as a
resource (Kirp,
focal point,

1982).

With this environment as the main

integration research studies look at the

outcome of district and federal policies on the schools.
There have been many studies distinguishing
integration from desegregation (e.g.,

Bennett,

1981;

Rist,

1978; St. John, 1975), and there are many lines of
research in these areas.

For example( Kirp 1982;

Pettigrew, 1971; Cohen, Pettigrew & Riley, 1972) have made
a clear distinction between the meaning of integration and
desegregation.
White students.

Desegregation means bringing together Black &
Integration, on the other hand, begins

with racial mixing, but it implies a great deal more.

It

provides an environment in which students from diverse
backgrounds with different expectations of school can
benefit from educational experiences in which diversity
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serves as a resource (Kirp, p. 22).
The desegregation literature attempts to answer
questions that have been raised in political debate.
There is an ideological thrust and an attempt to look at
the effects of district and/or federal policies in
education.

For example, St. John's study focuses on the

relationship between student socio-economic status and
achievement

(St. John,

1975); Bennett's study focuses on

such formal practices of tracking, grouping and scheduling
of extra-curricular activities as means of resegregating
the school (Bennett,

1981); and Rist's study emphasizes

that student outcomes can be determined by the type
desegregation plan implemented by a school district (Rist,
1978).
Although there is a relationship between integration
and desegregation, the literature does not examine the
concept of social effectiveness, primarily because these
are policy studies that look at the outcomes of district
and federal policies on the schools.

Fortunately,

the use

of multicultural education as a strategy to achieve social
effectiveness has been more successful in the schools.
The following discussion will include a variety of
literature that focus either directly or indirectly on
social effectiveness.

The first example of

literature is multicultural education.

~his
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Multicultural Education
As a reminder,

in this study the terms multicultural

and social will be used as defined below.
Multicultural:

They are:

a sub-category of social.

It

includes specifically those policies and practices of a
school that deal with cultural and racial issues in a
pluralistic
Social:

setting.
those things that a school does as a social

unit to deal with the overall perceptions or feeling about
the

school.
Multicultural education is both an interdisciplinary

process as well as an instructional program.

As an

interdisciplinary process, it promotes understanding and
acceptance of differences as well as similarities between
and among individuals and groups (Guide for Multicultural
Education:

Content

&

Context,

1977, p. 2).

As a program,

its content should be interdisciplinary with an emphasis
on similarities and differences among individuals and
groups.

To accomplish this, the program should be cross-

cultural in nature, an integral part of the curriculum and
the instructional materials and approach should be
appropriate to the maturity level of the students.
for Multicultural Education:

(Guide

Content and Context,

pp. 4-5).
Multicultural education in its quest to achieve human

41

understanding, communication and equity, strives to help
individuals accept themselves and others as having dignity
and worth (Cortes,

Its approach has

1983, p. 568).

focused on the individual classroom rather than on schoolwide variables.

From a rather simple conception of

minorities and other ethnic groups,

it has moved more to

looking at social effectiveness.
The original aim of multicultural education, as a
result of political influences, was to incorporate
information about the life styles and the heritage of
minorities in school programs.

Today, as a means of

helping to improve general education,
pedagogical.

Now, discussions of multicultural education

include the lifestyles, struggles,
women,

the thrust is more

the handicapped,

the poor,

and experiences of
and the aged (Gay,

1983,

p.563).
According to Gay,

this recent thrust could lead to

some negative results for multicultural education.

She

states, "if many dimensions are added to an idea too
rapidly, the original idea may be distorted beyond
recognition.

This may

~e

beginning to happen to

mul t iethnic/mul t icul t ural education" (Gay,

p.

563).

In

addition, other constraints have contributed to the sudden
demise of multicultural education in our schools (Gay,
562-563).

pp.
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Currently, due to economic and ideological
constraints,
p.

563).

multicultural education is not in vogue (Gay,

"The flames from the riots of the sixties have

long since cooled.

Consequently,

the nation is moving on

to other concerns"

(Banks,

p.

1983,

559).

Its biggest

challenge during the 1980's will be to survive during a
time when its thrust has been decreased in favor of
vocationalism, the worship of technology, and an
insistence on quantifiable criteria of success (Gay, p.
562).

Despite the decrease in the emphasis of multicultural
education in some of our schools,

there are some schools

that have been able to achieve effectiveness in this area.
There does not, however, seem to be much of an attempt by
educators to build social effectiveness from a
researcher's point of view.

Consequently, those schools

that are socially effective have provided environments in
which the researchers can learn from the practitioner.
This is possible because this is an area in which research
has followed practice.
Since schools differ in their practices to achieve
social effectiveness, and the explanation of their
effectiveness may be approached from at least two levels,
this has created some difficulty for the researchers in
assessing the effectiveness of multicultural education.
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The first level of multicultural education is
represented by an environment where there is a lack of
violence or constant conflict,

and the second level is

represented by an environment where people have a positive
level of feeling toward each other and everybody works to
achieve this environment.
school effectiveness,

Therefore,

in the area of

researchers must consider many

variables when they classify schools as being either
academically, socially, or both academically and socially
effective.
Furthermore, the perspective used by the researcher
determines the interpretation of the events of the
implementation process.

Research studies usually involve

the use of either the technological, political, or
cultural perspective or a combination of the three.

Each

of these perspectives defines the range of possible
arguments that the researcher may use in explaining all

courses of action.

Ernest House defines these three

perspectives as follows:
The technological perspective has
focused on the innovation itself, on its
characteristics and component parts, on
how to produce and introduce it.
The
technique and its effects are the focal
points.
The political perspective has
focused on the innovation in context,
on the relationships between sponsors
and recipients, on rewards and costs and
their distribution.
Power and authority
relationships are the focal points.
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The cultural perspective has focused on
the context, on how work is structured and
life is lived, on how the innovation is
interpreted and relationships disturbed.
Meaning and values are the focal points
(House, 1981, p. 28).

~

Gay argues that future research studies must pay

attention to providing empirical evidence of the
effectiveness of multicultural education, and this
effectiveness must demonstrate conceptually and
programmatically that multicultural education can improve
the overall quality of general education.

Hence,

must be translated into practice (Gay,

563) ~

p.

theory

The effects of multicultural education are best
described . by the use of the cultural or sociolo~ical
perspective.

This perspective focuses on the school as a

social system and the effects of the innovation depends
upon the cooperation and perceptions of each member of the
social system.

With meaning and values as the focal

points, a cultural or sociological analysis of a school is
the best method of describing how a school functions in
achieving social effectiveness.

Following is a discussion

of recent research studies that have examined schools as
social systems, with major focus on academic achievement
and/or principal leadership style.

45

Sociological Research
Brookover et al. (1979) reject the idea that
nothing about the school's social system can affect the
learning which occurs in the social unit.

They focused on

the school as a social system rather than on the
characteristics of the individual students.

As the

authors had hypothesized, their research on six elementary
schools in Michigan showed that schools can make a
difference in the academic achievement of its students.
The most significant finding of Brookover's research
was that the combination of the three sets of social
system variables, explained most of the variance between
schools in regards to all three dependent variables (mean
school achievement in reading and math,
self-concept,

means student

and mean student self-reliance).

Brookover categorized these variables as (1) social
composition

&

of the school,

other personnel inputs,

(2) social structure

and ( 3) school social climate variables.

These categories contain the following items:
1.

Social Composition & Other Personnel Inputs
a.

Socio-economic status & racial composition of
the student body

b.

Mean teacher salary

c.

Teacher qualifications

d.

Number of students in the school

e.

Average Daily Attendance (ADA)
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2.

f.

Student-teacher ratio

g.

Length of teacher tenure

Social Structure of the School

3.

a.

Differentiation & grouping of students

b.

Student mobility within the classroom

c.

Parent involvement

d.

Allocated time

e.

Teacher satisfaction with others

School Social Climate Variables

a.

Students' perceptions of their ability to
function successfully in the system

b.

Students' perceptions of others' expectations &
evaluations of them

c.

The norms of the school's social system

d.

The principal's perceptions and expectations of
the students and staff

Furthermore,

the several aspects of the school's

social system did not operate independently.
words,

In other

the researchers determined that the expectations

and evaluations of students,

their feelings of futility,

and the academic norms of the schools were all related in
varying degrees with the racial and socio-economic
composition of the student body.

This analysis suggests

that school climate rather than family background as
reflected in student body composition, has the more direct
impact on achievement (Brookover, pp. 135-142).
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The fact that school climate variables identified in
Brookover's study explained the differences in achievement
and student body composition will be useful for this
study.

This study will attempt to identify variables that

contribute to the achievement of a positive school climate
and academic and/or social effectiveness at the high
school

level.

Rutter's

(1979) study clearly documents that

different schools can produce surprisingly different
results with similar students.

As a result of their study

of twelve secondary schools in low income areas of London,
Rutter and his co-researchers

concluded that schools can

do much to foster good behavior and academic achievement
even in a disadvantaged area.

Furthermore,

they found

that improvements in achievement, behavior, delinquency
rates and attendance tended to comple~ent each other.
These researchers determined that some effective
secondary schools did exist in London, and their work has
done much to spark a renewed interest in the improvement
of schools at the secondary level.

While there is renewed

interest in secondary schools, there is still not much
information about them.

For example, the recent high

school reports by Sizer (1984) Sizer and Boyer (1983) are
interesting and informative, but their research is not
empirically based.

Secondly, many of their
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recommendations for school improvement are unrealistic in
light of the poor financial status of many school
districts.

In other words,

many of their recommendations

cannot be met without the expenditure of a large sum of
money.
At the secondary level, there is a need for some
additional data or reference points of what administrators
actually do at the site level.
the Principal's Office,

In his book,

The Man in

Wolcott (1973) does an excellent

job of describing the work life of an elementary
principal.

Although the duties and responsibilities of an

elementary principal differ from those of a secondary
principal, there are some similarities between the jobs.
The jobs are similar in the following ways:
(1) Both administrators participate in community
organizations:
social life;

(2) the job often conflicts with one's

(3) the principalship is burdened and

hampered by the traditions that have grown up around it,
so the principal has to continually deal with the
expectations and demands of others;

( 4) the principal

helps to maintain the system via the socialization of
teachers and others;

(5) many hours are spent in attending

a variety of formal and informal meetings; and (6) long
hours are spent on job related activities on a daily
basis.
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Reviewers (e.g . ,
Firestone

&

Herriott,

Farrar,

Neufeld

&

Miles 1984;

1982) of school effectiveness

research data have indicated that structural differences
between elementary and secondary schools can affect the
role of the principal as the instructional leader.
Because most of the school effectiveness research data
have been derived from research at the elementary school
level,

they recommend caution when attempting to implement

the characteristics at the secondary level.

The following

paragraphs represent a summary of their findings.
At the elementary level, the administrative demands
on a principal allow time for instructional leadership as
well as for school management.

The schools are smaller in

size, staff roles are more uniform, and they have more of
a shared sense of purpose and higher goal consensus.
Furthermore, teachers at the various grade levels teach
similar and interconnected skills, and consider the
teaching of the basis skills as an important function of
the

school.
In contrast,

secondary schools tend to be larger in

size and departmentalized.

The staff is more diversified

and their teaching styles and subject matter emphasis vary
widely.
level,

Because of these differences at the secondary
it is difficult for the principal to offer

assistance in all subject areas,

and to achieve a high
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goal consensus among the staff.

Usually,

a large portion

of teacher contact is delegated to others such as
Hence,

department chairpersons and assistant principals.

the principal functions primarily as a school manager
under these circumstances at the secondary level.
These limitations to the use of the school
effectiveness research at the secondary level mean that it
is diffi6ult to define an "effective school" at this
level.

So,

in defining an "effective school",

one needs

to consider whether or not the school is meeting the
specific needs of the students,
In her most recent book,
Light foot ( 1983),

staff,

and community.

The Good High School,

has used the art · of portraiture to

depict the environments of six American high schools.

Two

of them are private elite schools in the East; two are
suburban high schools; and two are inner city schools.
During her research,

Lightfoot,

culture of the schools,
generic character,

sought to capture the

their essential ' features,

the values that define their curricular

goals and institutional structures,
styles and rituals.

their

and their individual

In her portrait of each school,

details are selected to depict and display general
phenomena about people and place" (Lightfoot,

p.

6).

She tells the stories, paint the portrait - "from the
inside out" (Lightfoot, p. 7).

"the
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The techniques of observation, interviewing, and
ethnographic descriptions were used to obtain holistic,
complex descriptions of reality (Light foot, p.

13).

Lightfoot also used the real names of the principals and
headmasters.

All of these schools were identified as

being "good" by faculty,

students, parents, and

communities, and they had distinct reputations as fine
institutions with clearly articulated goals and identities
(Lightfoot, p. 23).
According to Lightfoot,
effective,

these schools were more than

they exemplied "goodness".

Goodness cannot

just be measured by academic achievement scores,
attendance records or the number of graduates attending
college.

Lightfoot defines it as follows:

Goodness is a much more complicated notion
that refers to what some social scientists
describe as the school's "ethos", not
discrete additive elements.
It refers to
the mixture of parts that produce a whole.
The whole includes people, structures,
relationships, ideology, goals,
intellectual substance, motivation, and
will.
It includes measurable indices such
as attendance records, truancy rates,
vandalism to property, percentages going
to colleges.
But it also encompasses less
tangible, more elusive qualities that can
only be discerned through close, vivid
description, through subtle nuances,
through detailed narratives that reveal
the substaining values of an institution
(Lightfoot, p. 23).
As discussed by other researchers,

Lightfoot also
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discusses the managerial and leadership roles of the
principal in achieving this "goodness".
the principals were male,
variations among them.

Although all of

Lightfoot experienced great

The initial perceptions of the

principals were shaped by the caricatures of either
military, jock, or father images or a combination of them.
However,

the stereotypical masculine definitions of these

caricatures did not match these principals in action.
They were observed to exhibit the need for partnership and
nurturance which fit the female stereotypes of leadership
behavior.

In all cases,

the caricatures were found to be

empty and misleading (Lightfoot,

pp. 323-333).

As their

perceptions of themselves and their behaviors reshaped and
redefined the three caricatures, Lightfoot was able to
discover many aspects of what these six principals
actually did during the performance of their jobs at the
secondary

level.

Although the principals differed in administrative
style, Lightfoot described all of them as being effective
leaders.

Contributing to this effectiveness was the

principals' ability to match the institutional life,
their leadership styles.

with

"These findings indicate that

the managerial behavior of principals is important to
school effectiveness" (Bossert, Dwyer, Rowan & Lee,
p. 38).

Following is Lightfoot's ideas regarding an

1982,
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effective principal:
We must recognize that, in order to be
effective, leaders must pick up cues from
institutional culture, Then the spotlight
on power shifts. Leadeship is never
wholly unidirectional, even when there is
stark asymmetry of power between leaders
and followers.
There are always elements
of interaction, even symbiosis, between
the leaders and the organization.
If the
match is unworkable, if the leader
totally resists or ignores deeply
ingrained institutional imperatives, then
he will not be effective (Lightfoot, p.
3 27).

Other studies indicate that the behavior of
principals is only partly responsible for the differences
in effectiveness between schools.
variables,

such as the organization and coordination of

the school's instructional program,
( Bassert,

Organizational

p.

39).

In addition,

also make a difference

research studies at the

Far West Laboratory also suggest that instructional
leadership is based on the principal's ability to
respond effectively to the daily events of the school (Far
West Laboratory Brief, (May,

1983, p. 8).

According to

Bossert, the principal's instructional management behavior
affects both the school's instructional organization and
its climate (Bossert, p. 39).
Finally, Goodlad in his latest book,

A Place Called

School, uses a mixture of quanitative and qualitative
research to describe his study of thirty-eight American
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schools of which thirteen were at the secondary level.

He

uses ten themes to discuss the common characteristics of
all schools, and explains that school-to-school
differences depend on how these characteristics manifest
themselves in each school (Goodlad,

1984).

In addition,

he reminds us that we can make our schools more efficient,
but we must make education relevant for the students.
This he considers as one of the most demanding challenges
we face (Goodlad, p. 29).
Goodlad feels that efforts to improve the schools
must consider the school as a system of interacting parts,
and the approach to improvement should be one that will
encourage the schools to deal with their own problems and
to become mainly self-renewing (Goodlad, p~ 31).

However,

"our schools will get better and have continuing health
only to the degree that a significant proportion of our
people,
32).

not just parents, care about them" (Goodlad,

p.

This means that "schools must have support from

their states and local districts and especially from their
surrounding constituencies" (Goodlad 1984,
There are a few

st~dies

p.

32).

which have focused very

clearly on the social effectiveness of schools,

and they

have used a more cultural perspective as the focus of
their analyses.

The Blumenberg, Hernandez, & Thomas study

is an example of this type of research.
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Blumenberg,

Hernandez & Thomas (1982) studied a

variety of schools in the Los Angeles County area that
were judged to be multiculturally effective based upon the
following criteria.

They are grouped in the following

categories:
(1)

(2)

Academic Achievement
A.

Stability or gain over the past three years,
measured by California standard achievement
tests.

B.

Other evidence, as, for example, the way in
which special classes reflect the ethnic
diversity of the school; increased number of
merit scholars, a greater proportion of
students going on for higher education; and
increased student retention.

Mutual Acceptance and Respect
Among Teachers, Students, and Staff
A.

A continuing low number or decrease of
citations and suspensions for infractions of
school rules.

B.

An active student government where critical
school issues are presented, and a mechanism
exists for bringing them to the
administration.

C.

A continuing low number or decrease in
assaults on teachers or among students.

D.

A discipline mechanism which includes peer
judgment, where appropriate.

E.

An active Parent-Student-Teacher
Association.

F.

Absence of graffiti and vandalism.
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(3)

Demonstrated Appreciation
of Diversity
A.

Ethnic diversity in the faculty, as
reflected in the California State ethnic
survey.

B.

Representation of diverse ethnicity in
leadership roles in:
Administration
- Parent-Teacher-Student Association or
Advisory Council
- Student Government
- Extra-curricular activities such as school
clubs, youth groups, athletics, drill
teams, & band as reflected in school
publications and by other means.

C.
(4)

Ethnic diversity in the cafeteria menu.

Cultural Pluralism in the
Curriculum
A.

Recognition of important ethnic events or
dates, as demonstrated by assemblies,
exhibits, class-room activities and
environment, and curriculum content.

B.

Evidences of ethnicity that go beyond oneday celebrations or such stereotypical
artifacts as pinatas, sombreros or tacos.

c.

Diversity of the school library collection
and environment, with additional credit for
matter-of-fact inclusion of ethnic
materials, rather than separate collections;
and evidence of library assignments that
make use of this diversity.

D.

Evidence of ongoing teaching about diversity
in all areas of the curriculum (including
art, music, science, vocational education,
et cetra), as described in discussions with
teachers, students, librarians, parents, and
administrators.
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(5)

Means for Resolving Intergroup
Tension and Conflict
A.

Willingness by administration to identify
possible sources of intergroup tension and
conflict.

B.

Existence of mechanism for resolution, such
as rumor control centers, student courts,
assigned personnel (ombudspersons),
contingency plans in the event of trouble,
human relations clubs, and staff
development.

C.

Absence of such counter-indications as
sealed campuses, armed security guards, and
police on school property.

D.

Community participation in resolution and
prevention of conflict and vandalism
(Blumenberg, Hernandez, & Thomas, 1982 ).

As a result of their analyses of six elementary and
four secondary schools, Blumenberg, Hernandez,

and Thomas

identified a number of tangible ways to assess social
effectiveness in schools.

These researchers identified

ten exemplary schools that were effectively educating all
students in a positive human relations climate.

Within

these schools they observed several programmatic elements
that contributed to social effectiveness.

Some of them

are:
(1)

Use of the computers was not restricted to

students enrolled in academic classes.

All students,

which included English as a Second Language (ESL)
students,

were using the computer for instructional

purposes and not for drill.

For example, they were
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involved in learning word processing with the use of a
variety of programs.
Gifted students were not isolated as a separate
academic group.

As a means of avoiding social isolation,

an elitist attitude,

and peer pressure,

these students

were mainstreamed and participated in a variety of student
activities.
Students were also involved in a diversity of
programs that were designed to develop student
cohesiveness.

Students were involved in communicative

programs such as peer tutoring;

they were learning to

appreciate other cultures through their involvement in a
student exchange program,

and they worked cooperatively as

participants in a school beautification program.
In some of the schools, a strong reading program was
evident,

and was emphasized as a thinking skill throughout

the curriculum.

This approach involved the cooperative

participation of the total teaching staff in the teaching
of reading.

In every class on a regular basis,

students

were given assignments that required the use of critical
thinking.
(2)

At one school, students who had moved out of the

school's attendance area,

were allowed to return to the

school providing that they had been cooperative prior to
the move.

The school found that this practice provided an
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opportunity for the students to continue to associate with
familiar friends and teachers,

and it helped to maintain

student cohesiveness and to build student self-esteem.

As

a result of these positive outcomes, the school did not
have any visible signs of any social racial groups on the
campus.
(3)

Some of the schools were involved in activities

that are associated with the findings of the effective
school research.

For example,

a high degree of teacher

involvement was evident both in and outside of the school;
both the staff and students exemplified a feeling of pride
in the school; and the curriculum received its impetus
from the strong administrative leadership of the principal
whose primary focus was the instructional validity of the
curriculum.

In addition, the curriculum included a high

emphasis on multicultural education,

and the school

recognized the importance of maintaining a pleasant
environment which was free of signs of graffiti and
vandalism.
These are the most direct research findings in the
area of social effectiveness.

They have been observed

empirically and they have been shown through observation
to contribute to school effectiveness.

These criteria

will be important as observational criteria in looking at
the three schools.

I
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The following table depicts the role of an effective
principal as described in the school effectiveness
literature.

The policies and practices have been grouped

into three levels.

Level 1 pertains to the principal's

policies and practices that aid in the attainment of
effectiveness in the four areas of instruction,
administration, social, and multicultural.

Level 2

pertains to those policies and practices that aid in the
attainment of effectiveness in one or more of the above
areas.

Level 3 pertains to those policies and practices

that aid in the attainment of effectiveness in a specific
area.
Table 1 Effective Principal's Role- From School
Effect1veness Literature
Level 1 (Applies to all areas)

*

Communicates school's mission

*

Promotes staff and student cohesiveness

*

Maintains an environment that is conducive to
teaching and learning

*

Sets tone of school

*

Shows school pride

*

Maintains open communication

*

Uses participatory management skills/shared
decision-making process

*

Maintains high & realistic expectations

*

Uses a holistic approach to planning,
implementation, etc.

*

Views school as a social system
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*

Recognizes student, staff, and parent
accomplishments.

*

Encourages school pride

*

Keeps parents informed & seeks parent concerns

Level 2 (Applies to two or more areas)

*

Provides parent education programs

*

Makes frequent assessment of student progress
(academic and behavioral)

*

Maintains high expectations (academic and social)

Level 3 (Applies to a specific area)
Instructional

*

Serves as the instructional leader of the school

*

Places emphasis on teaching and learning

*

Provides leadership in monitoring & improving
quality educational services

*

Maintains enthusiastic teachers

*

Encourages teachers to have well-planned learning
activities and to use appropriate instructional
strategies

*

Discourages classroom interruptions

*

Makes frequent classroom observations

*

Works toward obtaining a school-wide agreement
regarding instructional goals, objectives, etc.

*

Encourages parents to help students at home

Administration

*

Leads school with courage and initiative

*

Uses a "can do" approach to problems solving

*

Organizes and distributes school resources
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*

Maintains

*

Staff skills are recognized and used

a well organized school

Social/Multicultural

*

Maintains student rapport

*

Encourages mutual respect

*

Uses fair & consistent conflict resolution
procedures

*

Maintains high morale-student & staff
cohesiveness

*

Assures that discipline is a total staff
responsibility

*

Maintains a clearly communicated and established
discipline code that is fairly and firmly
enforced.
Summary

School effectiveness is a relatively new field which
identified a variety of characteristics that distinguish
effective schools from ineffective schools.

The salient

characteristics are included in the following statement by
Purkey and Smith:
There is a good deal of common sense to the
notion that a school is more likely to have
relatively high reading or math scores if
the staff agree to emphasize those subjects,
are serious and purposeful about the task of
teaching, expect students to learn and create
a safe and comfortable environment in which
students accurately perceive the school's
expectations for academic success and come to
share them (Purkey & Smith, 1982).
An effective school has a high level of collegiality,
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a tremendous amount of communication, and a tremendous
amount of collaborative decision-making.

Introducing

cultural pluralism into the effectiveness literature
complicates things.

In a pluralistic setting,

the

researcher will be required to focus on groups with
varying demands and communication skills.

So far, only

Blumenberg, Hernandez and Thomas have done this in
observational research.

However, if we are going to take

comprehensive school effectiveness research seriously,

we

must deal with those social as well as academic factors.
This synthesis of social and academic effectiveness has
not been achieved yet.
The school, more than any other institution, has to
personnel and societal support that are necessary for
effecting change.

Through its efforts to improve academic

achievement,

interpersonal relations,

self-actualization,

self-esteem,

race relations, citizenship, ethical

standards, and other aspects of positive behavior,

the

school plays a major role in effecting internal change in
its students, faculty, and staff.

However,

it must be

remembered that the effective leadership of the principal
within the school and the community is vital in producing
an ef feet i ve school.
There may be many kinds of research that have been
done on schools, but there really is not a stable body of
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literature which addresses a comprehensive view of school
effectiveness that includes both social and academic
matters.

Because of this, this ·chapter has reviewed a

range of different kinds of studies, some which are
peripheral,

in an attempt to draw together some of the

points that are important in developing a concept of a
comprehensively effective school.

These elements of a

comprehensively effective school will be used to organize
the research in this study to try to come to some idea of
how a comprehensively effective school functions.

CHAPTER THREE
Procedures

The purposes of this study were (1) to employ
two sets of criteria, academic and social/multicultural,
in the examination of three pluralistic schools as the
standards for judging school effectiveness,

(2) to examine

the methods or courses of action that the principals
designed and performed to integrate the findings of the
school effectiveness and multicultural education
literatures in their attempts to achieve academic and
social effectiveness,

and (3) to deal with a modified

qualitative approach to school effectiveness.
An extensive review of the available literature
pertaining to school effectiveness, multicultural
education,

integration, desegregation,

and sociological

research was made,

a plan for the implementation of this

study was designed,

and a variety of survey instruments

was examined. LBased upon the examination of the
instruments,

three questionnaires, one for parents, one

for the schools' staff,

and one for students were

constructed by using the Connecticut Effective School
Survey Instruments as the source of the questionnaire
items.

Biographical and demographical data were also

requested on the survey

instruments~

Since the school effectiveness literature has dealt
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more with a framework of effectiveness characteristics,
and with less emphasis on school administration,

an

ecological approach made it possible to find out how three
high school principals operated within this framework.

[ As

a result of using this approach, school effectiveness was
not judged solely on test score data.

Instead,

it was

also determined based upon the analyses of the policies
and practices of each school, the perceptions of the
school by students, parents, and staff, and the interviews
which were held with each principal and other individuals
at each school.

This study used the following procedures

to identify the academically effective schools in this
study.
Identification of the Three Academically
Effective Schools
The three effective schools in this study were
identified by using the achievement scores of the 12th
Grade California Achievement Program (CAP) Test, and by
using the scores for the years 1980-1983 as a basis of
comparison.

The CAP score bands relate academic and

social class criteria to estimate what kind of achievement
is expectable in a school serving a population of a given
social class ranking.

A school was considered to be

academically effective if its academic percentile rank in
the basic skill areas was equivalent to or greater than
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its corresponding socioeconomic status percentile rank.
The initial population of 43 schools were limited to the
San Francisco Bay Area counties of Alameda, Contra Costa,
Santa Clara, San Francisco and San Mateo; they had to be
institutions that had multiethnic populations and School
Improvement Programs.

Because there was an interest in

finding out how schools were promoting cultural pluralism,
schools with a School Improvement Program (SIP) were
considered ideal since multicultural education is a
required component of the SIP Plan.
The initial analysis of the test scores resulted in a
list of seven schools that appeared to be academically
effective.

Two of the three schools in this study were

then chosed based on the processes of summing, averaging,
and comparing the test score data.
Through the processes of summing, averaging, and
comparing the data for each school, the percentile rank
for each subject area (reading,

written expression and

mathematics) over a 3 year period was computed as an
indicator of academic and social class effectiveness.

A

school that was in the 99th social class percentile rank
would be expected to perform at the 99th percentile rank
in terms of its academic achievement in the basic skills.
For example,

Miramonte High School ranks in the 99th

percentile on achievement and is also at the 99th
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percentile in social class.
academically ef feet i ve,
expected of them.

So in terms of being

they are doing just what is

At the other extreme, a school that

ranks in the 30th percentile in achievement and for social
class, would be likewise considered of average efficiency.
The previously discussed procedures resulted in a
list of seven schools, in descending order, that met the
criteria for inclusion in this study.
superintendents of Schools 1,

2,

Fortunately,

the

and 3 gave their

approval, via the telephone,

for their respective school

to be included in the study.

Their approval eliminated

the need to contact the remaining four schools.
A few days later, a meeting was held with School 2's
superintendent and principal to discuss the purpose and
implementation of the study,
of the principal.

and to request the approval

The superintendent later submitted the

proposal to his board members for their approval because
their approval is required before students are permitted
to participate in a research project.

This was not a

requirement at Schools 1 & 3.
Following the meeting with School 2's superintendent
and principal, the principals of Schools 1 & 3 were
contacted,

via the telephone,

following week,

for their approval.

The

all three principals were contacted again

via the telephone for the purpose of scheduling the
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initial site visits.
Since this study focused on schools in the academic
profile that were stronger than their social class
profiles,

there was not an attempt to identify ineffective

schools such as those that had a high social class level
and a low achievement level or a low social class and a
low achievement level.
much

hi~her

When the achievement level was

than the social class level,

the data were

examined for discrepancies between these two areas.

To

assure that there was consistency in identifying the three
schools,

the following steps were included in the

procedures.

The figures from Table 1, which deals with

School 1 will be used for this example.
1.

The lower limit of the CSB (Comparison Score

Band) was subtracted from its upper limit to determine the
range of points (64-61.4 =range of 2.6).
derived from social class rankings.

The CSB is

It is a range of

numbers developed uniquely for a school or district
against which the actual score can be compared.

The band

represents Percent Correct scores of school or districts
which,

statistically, are like other schools.

The band is

calculated for each school or district by using the values
of the background factors,

Parent education index and

percent AFDC (Aid to Families with Dependent Children).
California Survey of Basic Skills:

Grade 12,

1984,

p.

1).
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2.

The range (2.6) was used as the denominator in

determining the academic percentile rank.
3.

The difference between the score (64.1) and the

lower CSB limit was determined.
61.4

=

2.7.

The difference is 64.1 -

This remainder was used as the numerator in

calculating the academic percentile rank,
1. 04 or 104%.

or 2.7/2.6

=

So in Reading for the 1980-' 81 school year,

School 1 achieved a percentage ratio of 104%.

This

percent ratio reflects the percent relationship of a
school's academic achievement to its social class ranking.
This means that School l's academic effectiveness is 4%
above its social class ranking.
4.

Once the percentile rank for each year/subject

area was determined,

all three percentiles were averaged

into the three year average.
Reading in School 1 is 165.

The three year average for
This means that the

achievement scores were 65% above the top of the band for
this social class ranking of schools.

This makes this

school a highly effective school in terms of reading.
The overall academic percentile rank for School 1 is
155.

This means that on the average for three years in

three subjects, this school scored 55% above the peak of
its band for schools of similar social class.
5.
class.

The last entry in the table looks at social
It shows that over a three year period there was a
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15% increase in social class ranking.

So this school,

which may have started at a lower social class ranking,
has proceeded to a slightly higher one or has increased
15%.

The social class percentile rank was derived by

determining the increase or decrease in the SES percentile
rank over a period of three years.

This figure was used

as the numerator, and the SES percentile rank for the lst
year was used as the denominator.

The devision of these

two figures determined the percentile increase over three
years (Table 2, School 1, 62/47
6.

= 132%).

The academic percentile rank was then compared to

the social class percentile rank as a measure of
effectiveness.
Table 3,

School 2 presents a different case.

On

deciding on School 2 one of the impressive things was that
there was an interesting kind of pattern in that the
social class went up and then went down.

The final social

class ranking is only 11% above the initial one.

One of

the peciliar factors is that some of the scores went down.
For example, the scores in math and Reading went down with
an increase in social class.

It was decided to include

this school in the study because it had such outstanding
scores in the third year.
year scores,

If we just look at the third

it shows that the school is highly effective.

It cannot be explained what occurred in 81-82, but

.... .e
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overall, in terms of the recent statistics, this school
appeared to be a very strong one.
However, it was later determined, after this study
had already begun, that there was a discrepancy in the 8182 and 82-83 test scores.

The school decided that the

discrepancy was that less than 75% of the seniors was
tested during these two years.

Since the scores did not

represent the true senior population,

the school

discounted the scores for these two years, and decided to
use the 1980-'81 scores as the basis of comparison for
future test results.

Consequently,

academic percentile rank (109),

the 3 year average

is slightly distorted,

and

the 98 percentile ratio of academic to social class is
misleading since the figures for the 1981-'82 and 1982''83 are included in its computation.
The following tables contain the data used to
identify the three schools in this study.
procedures as described ear 1 ier,

Although,

the

were used School 3' s

ability to achieve academic and social effectiveness, this
school was chosen solely on its reputation as a result of
having received local, state and federal recognitions for
its academic achievement efforts.

However, comparable

data have been included in Table 4 of this chapter.
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Table 2 School 1
A Comparison of Academic and Social Class Effectiveness
Score/CSB
RP Rank
PR
CSB
Range
Yr.
Score
Diff/ CSB
Diff/Range
Read i ng
80-81
81-82
82-83

64.1
66.1
69.4

57
71
92

61.4-64.0
61.6-64.4
6215 - 65.5

2.6
2.7
2.8
4. 5
3.3
6.9
Three year average

104*
161
230
165

Written Expression
80-81
81-82
82-83

64.0
65.2
68.0

60
67
86

60.0-63.7
61.4-64.4
62.4-65.4

3.1
2. 8
3.0
3.8
3.0
5.6
Three year average

110
126
186
141

68 . 7
72.4
73.. 5

59
84
88

65.2-68.8
65 . 7-69.1
66.9-70.3

3.6
3.5
3.4
6.7
3.4
6.6
Three year average

97
197
194
159

Math
80-81
8],-82
82-83

Average academic percentile rank

155

SES
80-81
81-82
82 - 83

2.91
2.96
3.10

47

50 (15 points difference)
62
Percent increase over 3 yrs (62/47) = 132%
Ratio of academic percentage to
social class percentage (155/132) = 117%
= Effectiveness

* Scores rounded off to nearest full percent.
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Table 3 School 2

A Comparison of Academic and Social Class Effectiveness
Yr.

Score

PR

CSB

Range

Score/CSB
Diff/CSB

PR. Rank
Diff/Range

Reading
80-81 65.8
81-82 66.6
82-83 67.8

71
75
84

63.8-66.4
64.7-67.5
64.2-67.0

2.6
2.8
2.8

2.0
1.9
3.6

77*
68
128

Three year average

91

Written Expression
80-81
81-82
82-83

67.1
68.8
7L3

82
90
95

63.4-66.2
64.8-67.6
64.2-67.0

2.8
2.8
2.8

3.7
4.0
7.1

132
143
254

Three year average

176

Math
80-81
81-82
82-83

69.5
70.1
72.7

65
70
84

68.0-71.6
69.2-72.6
68.8-72.2

3.6
3.4
3.4

1.5

42
27
115

.9

3.9

Three year average

61

Average academic percentile rank

109

SES
80-81
81-82
82-83

3.17
3.37
3.30

66
77 (increase of 7 points
73 over three years)
Percent increase over 3 yrs (73/66)

=

Ratio of academic percentage to
social class percentage (109/111)

98%

* Scores rounded off to nearest full percent.

=

111%
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Table 4 School 3

A comparison of Academic and Social Class Effectiveness
Yr.

·Score

PR

CSB

32
50
18

59.5-61-9
59.4-62.0
59.6-62.2

Range

Score/CSB
Diff/CSB

PR Rank
Diff/Range

Reading
80-81
81-82
82-83

60.8
63.2
68.1

2.4
2.6
2.6

1.3
3.8
1.5

54*
146
57

Three year average

86

Written Expression
80-81
81-82
82-83

60.6
60-7
59.1

34
32
27

58. 8-61.4
59.0-61.8
59.4-62.0

2.6
2.8
2.6

1.8
1.7
•3

69
60
12

Three year average
Math
80-81
81-82
82-83

SES
80-81
81-82
82-83

69.0
68.5
67.3

2.63
2.73
2.77

66
64
55

65.5-68.1
64.6-67.4
65.2-68.0

2.6
2.8
2.8

47

3.5
3.9
2.1

134
139
75

Three year average

116

Average adacemic percentile rank

83

27
33
35

(Increase of 8 points
over three years)

Percent increase over 3 yrs.

( 32/27)

Ratio of academic percentage to
social class percentage (83/130)

=

130%

= 64%

*Scores were rounded off to nearest full percent.
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Based upon the test scores and SES percentile ranks,
two of the three schools in this study were clearly
outstanding in their efforts to achieve academic
effectiveness.

The third school,

although its test scores

and SES percentile ranks were much lower than the other
two, made some academic improvement when compared to past
achievement records.

This school was chosen based upon

its outstanding reputation and the academic recognition it
has received during the past two years.
Use of Available Data
In addition to using the CAP test score data for
chossing the sample, data from the Connecticut Secondary
School Effectiveness Project were used as a source for the
Three

preparation of the questionnaires.

(See appendix).

questionnaires, one for the staff,

one for parents, and

one for students were used in the study.

Since the

Connecticut School Effectiveness Questionnaires contained
more items than were feasible for this study,
modified to fit the needs of this study.

they were

This mainly

involved decreasing the number of items on the
questionnaires used in this study to maximize the
convenience of administering them and to maximize the
return

rate.
(Lrxx)

The ·Spearman-Brown Formula r'xx =

was

1 + (L-1) rxx
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used to determine the categories and number of items to be
used from the Connecticut School Effectiveness
Questionnaires.
reliability;

(rxx= old reliability;

r'xx = new

and L = ratio new length/old length).

The

hundred items on each of the Connecticut School
Effectiveness Questionnaires covered eleven
categories in the areas of decision making, consideration,
responsiveness to needs, safe and orderly environment,
clear school mission,

instructional leadership,

opportunity to learn, school and community, equity, high
expectations, and monitoring.

Since the alpha reliability

for each of the categories had been previously calculated
by the Connecticut State Department of Education, the
Spearman-Brown Formula was used to calculate the new
reliability for the group of items included on the three
questionnaires used in this study.
To calculate the new reliability with the use of the

Spearman-Brown Formula, one must consider the old
reliability, the old length (number of items in each
category), and the new length (the revised number of items
in each category).

Whenever possible, the new alpha

reliability was kept within the range of 60 as recommended
by Dr. Bob Hopkins, University of the Pacific professor.
The results of these calculations are depicted in the
following tables.
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Table 5 Staff Questionnaire Calculations
Category

Old
Reliability

Old
Len9th

New
Length

New
Reliability

Decision
Making

• 78

10

5

.61

Consideration

• 78

13

6

.62

Equity

•7 5

14

7

.60

Safe
Environment

.78

8

4

.64

Opportunity
to Learn

.66

6

5

.62

5

.69

8
40

.61

Instructional
Leadership
.83
11
High
Expectations
.61
8
Total Items on Quest1onnaire

Table 6 Parent Questionnaire Calculations
Old
Reliability
catesory
Consideration
• 78
Equity
.75
School &
Community
.47
Safe
Environment
• 78
Instructional
.83
Leadership

Old
Lensth
13
14

New
Lensth
6
6

New
Reliability
.62
.56

6

6

.47

8

4

.64

11

3

.56

Total items on questionnaire

25

Table 7 - Student Questionnaire Calculation
Old
Reliability
Category
Decision
Making
.78
Cons1derat1on
.62

Old
Length

9
7

New
Length

4
5

New
Reliability

.61
.53
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Table 7 - Student Questionnaire - Calculations continued
Old
Old
New
New
Category
Reliability
Length
Length Reliability
Responsiveness
to needs
.46
5
5
.46
Safe
Environment
.57
6
6
.57
Instructional
Leadership
.56
2
.56
2
Opportun1.ty
'4
to Learn
.55
4
.55
Equ1.ty
.54
8
4
.37
Total items on questionnaire
30

In assessing the schools, certain variables were
observed and/or related.

The major areas were:

(1) the

overall multiculturality/integration of the school;
academic and social effectiveness of each school;

(2)

and (3)

demographics of the respondents and other statistical data
obtained from each school.

Some variables that were

observered and/or related included the socioeconomic
status, age,

income, gender, and ethnicity of the

respondents; student dropout rate or the number of
students who withdrew from school each year prior to
graduation; student semester and yearly attendance
records; academic achievement record of the school; and
the principal's leadership style and educational policies
and practices of each school.
School Site Visits
In addition to utilizing the available data listed
above, school site observations were scheduled.

These

observations incorporated the Blumenberg/Hernandez/Thomas

80

framework as developed in their Los Angeles County
Exemplary School Project (1982),

and the effective schools

materials to judge the effectiveness of the schools.
Verification of Effectiveness
Within each school,

modified versions of the

Connecticut School Effectiveness Questionnaires were used
to survey all assistant principals, all counselors,
the staff, and samples of teachers,

students,

if on

and parents.

These data were used to support the data generated by the
school effectiveness and the Blumenberg/Hernandez/Thomas
studies.

In addition,

each principal and other key

individuals at each site were interviewed.
individuals represented

These

a total population sample of 330

participants from the three schools.
Due to varying school and/or district policies,

it

was not possible to use uniform methods of gathering data
for the parent and student questionnaires.

Original plans

called for a theoretical sampling technique to be used
with the parents, since this method was expected to result
in a higher return rate.

In all three cases,

thirty

questionnaires were distributed to the parents.

However,

it was only possible to use this method at Schools land
3.

The return rates were 80% and 36% respectively.

School 2 did not have an active parent group,

Since

the thirty
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questionnaires were mailed to a random sample of parents.
The return rate was 36%.

This return rate was considered

adequate since the results were only used as backup data.
Likewise,

Schools 1 & 2 administered the student

questionnaires to students in mathematics and/or English
classes as planned.
respectively.

The return rates were 80% and 90%

Due to a school policy which discourages

external classroom interruptions,

the two lunch periods

had to be used to gather the student data at School 3.
The return rate was 66%.
At each site, the staff questionnaires were
administered to a sample of thirty individuals which
included all vice-principals, all counselors, and a random
sample of teachers.

The return rates were 63% for School

1, 90% for School 2, and 66% for School 3.
It was not possible to survey counselors at School 1,
because the school district had eliminated these
positions.

Fortunately, a well organized and smoothly

administered Advisory Program was used to compensate for
the reduction of these positions.
Semi-structured Interviews
The principal of each school and other key
individuals were interviewed at each site.

These data

were used to clarify data obtained during the initial
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assessment procedures, and to see how the effective school
studies, multicultural education, desegregation/
integration, sociological and the Blumenberg/
Hernandez/Thomas research data are actually tied together
at the school sites.
All three principals were cooperative and hospitable.
They also agreed to be tape recorded during the interview
which lasted for an average of 60 minutes.

Tape recording

the interview resulted in a much more relaxed atmosphere
and a more informative interview.
Table 8 School 1
Response Rates of Staff, Students, and Parents by School
Group
Staff
Students
Parents
All

Number
30
60
30
120

Number
Responding

I9
48
24
91

Percent
Responding
6~

80
80
76

Table 9 School 2
Respond Rates of Staff, Students, and Parents by School
Number

Number
Responding

Staff

30

27

90

Students

60

54

90

Group

Percent
Responding

83

Table 9 School 2 - Continued
Response Rates of Staff, Students, and Parents by School
Number
Responding

Group Number
Parents
ALL

Percent
Responding

30

11

36

120

92

77

Table 10 School 3
Response Rates of Staff, Students,

and Parents by School

Number
Responding

Percent
Responding

Group

Number

Staff

30

20

66

Students

30

20

66

Parents

30

11

-36

90

51

57

ALL

Table 11 Additional Factors
Additional Factors Listed by Respondents by Group
Group
Staff
Students

Number
Listing Comments

Percent

20

2.2

0

0

4.4

Parents

Analysis of Data
The semi-structured interviews served as the core of
this study.

They were analyzed, compared, and integrated
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with the questionnaire data as a means of verifying or
confirming the principal's statements, ideas and arguments
as presented during the interview.

This process was

supplemented by observational notes that were recorded
during the school site vis{ts.
Chi-square, a test of statistical significance, or a
measure of association,

was used to produce computer

analyses of the survey instruments.

Crosstabulations, or

joint frequency distributions of cases according to two or
more classificatory variables, were used to depict the
relationships between each questionnaire item and a set of
variables.

The variables on the staff questionnaire were

. ethnicity, occupation, gender, number of years in current
position, and highest degree earned; the variables on the
parent questionnaire were ethnicity, gender, age, years of
formal education, family status, number of children,
family income, kind of residence, and grade level of each
child; and the variables on the student questionnaire were
ethnicity, gender and grade.

These computer analyses were

then analyzed and compared to the data gathered from the
interviews with the three principals and other key
individuals at each of the three schools.
Computer analyses were used to compare student,
parent,

and staff feelings about the school's

effectiveness with what the principal said during the
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In other words,

interview.

they were used to verify what

the principal said in the interview and to measure, in a
simple way,

how thoroughly diffused the effectiveness of

the school was by looking at all of the

relevant role

groups within the school.
Summary
A comprehensive literature review of school
effectiveness was undertaken to determine the
characteristics or correlates of effective schools.

This

resulted in a compilation of a variety of characteristics
and variables that are associated with the achievement of
academic and social effectiveness.

Based on the

information obtained during the review and the analysis of
the 12th Grade CAP Test scores, three academically
effective schools were identified for this study.
After the three schools were identified, the
Connecticut School Effectiveness Questionnaires were
reviewed and modified to develop three questionnaires (one
for the staff, one for the students,
for each of the three schools.

and one for parents)

These survey instruments

were used to measure school effectiveness as perceived by
these three respective groups, and were distributed to a
total sample of 75 staff members, 75 parents, and 180
students.

The results of the questionnaires were analyzed

to determine whether or not a significant difference
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existed between each questionnaire item and a group of
variables.
In addition to distributing the questionnaires,
school site visits and interviews with the principals and
other key individuals at each site were made.

The

information gathered during the school site visits was
used to supplement the principals' interview data.
interviews served as the core of this study.

The

They were

analyzed to determine how each principal operated and how
their policies and practices enabled them to achieve
academic as well as social effectiveness.

Chapter 4
Analyses of Staff Questionnaire Data
This chapter consists of intensive analyses of the
questionnaire data as they relate to school effectiveness
from a staff point of view.

Because the questionnaires

were administered to a sample of the staff at each of the
three schools, their responses will be considered as only
one method of measuring school effectiveness.
The three schools in this study are all effective in
their own unique way.

Although the staff's questionnaire

measure of effectiveness may otherwise indicate,

this is

not the writer's intent.
Those questionnaire items that have a statistical
significant difference below .OS will be analyzed,

and the

analyses will be presented in three parts including a
profile of each school.

Part one will consist of analyses

of the levels of agreement, or the kinds of cohesiveness
that exist within each school.

Part two will consist of

analyses within each school with the focus on the areas of
disagreement, i.e.,

the areas needing improvement within

the school that prevent it from achieving total school
effectiveness.

Part three will consist of

variations that exist among the schools.
where there is substantial disagreement,

ana~yses

of the

In those areas
the parent and

student data will be used as supplementary information.
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The parent and student data are not as strong as the
staff data due to some extenuating factors that
necessitated the use of different data collection methods
at each school.

At School l,

the parent data were

gathered by using a theoretical sampling technique, and
the student data were gathered in selected classes.

At

School 3 the parent questionnaires were distributed during
a parent meeting with instructions to return them by mail,
and the student questionnaires were distributed during the
lunch periods with instructions to return them to the
principal's office.
Consequently,

a different standard than that of .10

will be used in analysis of the parent and student data.
In all cases, the staff questionnaire analyses will be
focused primarily on agreement within and between the
groups.

Percentages will be used to represent the level

of agreement, and the data will be reflected in a variety
of tables in this chapter.

The first section of this

chapter will discuss the overall staff assessment of
school effectiveness by school with a focus on the number
of questionnaire items that received full staff agreement.
Overall Staff Assessment of School Effectiveness
The plan of this section is to examine overall
effectiveness for each school and the various areas in
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which disagreements preclude a full effectiveness rating.
The number of questionnaire items that received full staff
agreement was used to measure the staff's assessment of
school effectiveness.

In many cases, total agreement was

limited by only one or two persons on an entire staff.
Each area of disagreement will be analyzed in later
sections of this chapter.

The questionnaire items covered

two broad headings, academic and social.

The academic

heading covers the instructional and administrative areas;
and the social heading covers the social and multicultural
areas.
1.

These areas are defined as follows:
Instructional:

Policies and practices that focus

on the school's ability to bring all students to at least
a minimum mastery of the basic skills.

2.

Administrative:

Policies and practices of the

school that focus on administrative leadership and school
improvement.
3.

Social:

Those things that a school does as a

social unit to deal with the overall perceptions or
feelings about the school.

4.

Multicultural:

A sub-category of social.

It

includes specifically those policies and practices that
deal with the cultural and racial issues in a pluralistic
setting.
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From the data in Table 12, one can ascertain that
staff effectiveness ranges from a high of 80% (School 1),
to a low of 60% (School 3).

Most of School l's staff

agreed that they have some control over the decisions that
affect their work lives, and they felt positive about the
school in general.
good,

They also felt that attendance is

that students have an interest in and a purpose for

attending school, and that there is a sense of
cohesiveness with the staff.

In addition,

the staff

agreed that all ethnic groups are visible participants in
academic and extra-curricular activities; that students
receive positive encouragement from the staff; that
instruction is important and instructional leadership is
received from the principal; and that the principal uses
test results to recommend curricular changes.

Table 12 - Overall Staff Perceived Effectiveness
of Each School, Expressed in
Percentage

Number of
Questions
With Full
Agreement
School 1

32

Percentage
80

Questionnaire Items
(N=40)
1,
13,
21,
28,
34,

2, 5, 6, 8, 9, 11' 12,
14, 15,16, 17, 20,
22, 23, 24, 25, 27,
29, 30' 31, 32, 33,
35, 36, 38, 39, & 40.
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Table 12 continued
School 2

27

67.5

School 3

24

60

1, 8, 9, 12, 13, 14, 15,
17, 19, 20, 21,22, 23,
24, 25, 26,27, 28, 29,
30, 31,33, 35, 36, 37,
38, & 39.

2, 3, 4, 5,
15, 16, 17,
26, 27, 28,
35, 36, 37'

8, 11, 14,
18, 23, 25,
30, 31, 33,
38, & 39.

Furthermore, the staff at School 1 felt that their
school is a safe place in which to work; that the school
has an academic atmosphere; that the teachers are well
prepared for class and have high expectations for all
students;

that the student population is rather stable;

and that parent participation reflects the ethnic make-up
of the student body.
School 2 with a 67.5% overall effectiveness rating,
exemplified less staff cohesiveness than School 1.

This

staff also felt that it has some control over the
dec is ions that affect their work 1 i ves,

with the

measurement being the ability of the principal to accept
their ideas and suggestions, and the opportunity for
staff,

students,

and parents to share in decision making.

Efforts are taken to minimize class disruptions as means
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of improving instruction.
The staff at School 2 felt that the principal is
responsive to student problems, provides instructional
leadership,
growth.

and provides opportunities for professional

They described the school as a safe place in

which to work, and one that has a positive and cohesive
spirit.
students,

There is little racial hostility among
and student mobility does not present a problem

for the school.

The positive school climate is supported

by teachers who create a positive learning environment by
being well prepared for class, and by encouraging all
students, including the racial and ethnic minority
students,

to remain in school.

School 3 with a 60% overall effectiveness rating, has
the least cohesive staff among the three schools.

Among

the areas of agreement, this staff agreed that classcutting is not a problem at their school.
Although there were mixed feelings regarding the
availability of the principal to discuss instructional
matters, the staff at School 3 agreed that the principal
uses test results to recommend curricular changes.

They

also felt that required classes are integrated by race,
ethnicity, and gender: and that basic skills instruction
is rarely disrupted.
School 3 is characterized as being a neat,
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comfortable, and a safe place to work; one with a positive
academic atmosphere and cooperative teachers; one where
the students are eager to learn and is supported by
teachers who are well prepared for class; and one that is
supported by parents who represent the racial and ethnic
make-up of the student body.
This section discussed the overall staff assessment
of school effectiveness at each of the three schools.
School 1 proved to be the most effective with full
agreement on 32 of the 40 questions (80%),

School 2 placed

second with full agreement on 27 of the 40 questions
(67.5%); and School 3 placed third with full agreement on
24 of the 40 questions (60.0%).

The next section will

include an analysis of each school's effectiveness
according to the number of questions that received full
agreement in the sub-areas of instruction, administration,
social and multicultural.
Effectiveness by Area and School
This section is an analysis of school effectiveness
by area and school as depicted in Table 13 below.

The 40

questionnaire items have been grouped into four areas
(instruction with 17 items,

administration with 10 items,

social with 6 items, and multicultural with 7 items).

The

percentage rating represents a ratio of the total number
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of items that received full agreement to the total number
of items in each area.

For example, School 1 agreed on 14

of the 17 items (82%) in the instructional area.
Table 13 - Staff Perceived Effectiveness by Area and
School

Area and Number

*Percent Effectiveness by
Number and Percentage
School 1

School 2

(17)

(14) 82%

(10) 59%

Administration (10)

8) 80%

7)

70%

4) 40%

Social

(06)

5) 83%

4) 67%

3) 50%

Multicultural

(07)

5) 71%

6) 86%

7)

Instruction

School 3
(10) 59%

100%

*Percent Effect1veness - percent of questions in
agreement.
For example, the staff at School 1 agreed on
14 of the 17 questions in the instructional area which
represents an 82% effectiveness rating.
School 1 is the strongest in the social area with
full agreement on 5 of the 6 questionnaire items (83%).
However, only a few percentage points separate this area
from the instructional
area at 80%.

area at 82% and the administrative

The multicultural area is the weakest at

school 1 with full agreement on 5 of the 7 items (71%).
School 2 and School 3 are the strongest in the
multicultural area with ratings of 86% and 100%
respectively.

School 2's weakest area is instruction at
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59%; but at School 3, the area of administration is the
weakest area with a rating of 40%.
In summary, School 1 displays relatively uniform
strength across all four areas,
low of 71% to a high of 80%.
weak areas.

with scores ranging from a

This school has no apparent

School 2 displays scores ranging from 11

percentage points below average ( 70%),

to 16 percentage

points above average with a low of 59 percent and a high
of 86%.

This school proved to be the least effective in

the instructional area.

School 3 displays a wider range

of scores across all four areas,

with scores ranging from

a low of 40% to a high of 100%.

This school needs

improvement in three of the £our areas.
The next section will include an analysis of the
improvement areas at each school.

The improvement areas

are those areas that prevent the school from scoring total
effectiveness as a result of differing staff perceptions.
Analysis of Improvement Areas
The plan of this section is to discuss the
improvement areas by school.

The areas of improvement

among the staff at each school constitute those areas in
which there is less than full agreement among the staff.
The areas are instruction, administration, social and
multicultural.
Table

The data for this section are depicted in

14 on the next page.
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Table 14 - Staff Perceived Improvement Areas by
School

Questionnaire
Items by area

Number of Items
Needing
Percentage
Improvement
by Area

School l
Instruction - *7, *18,

37

3

18

Administration - *10, *19

2

20

Social -

l

17

2

29

Instruction - 6, *7, 16, *18
32, 34, 40

7

41

Administration -

2, *10, 11

3

30

Social -

*4, 5

2

33

1

14

8

31

Administration - *10, *19, 20,
22, 32, 34, 40

6

60

Social -

3

50

0

0

*4

Multicultural - *3, 26
School 2

Multicultural - *3
School 3 .
Instruction

-

6, *7, 12, 16
21, 32, 34, 40

1' 9' 13

Multicultural - None
*Common Area Needing Improvement
Instruction

In the area of instruction, all three

~chools

need to
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improve on #7.

Schools 1 and 2 need to improve on #18 by

devising ways to minimize the interruption of basic skills
instruction.

The discussions in this section are based on

the perceptions of the staff of a given school.

For

example, staff perceptions (agreements and disagreements
over certain issues) will be discussed in terms of degree
held,
and

position,

number of years of experience,

ethnicity,

gender.
Within each school, most of the disagreement is in the

area of instruction.

At Schools 2 and 3 the staffs

differed in their expectations for the students.
School 2,

At

75% of those with master degrees believed that

more than half of the students in their school could be
expected to complete high school (#6), while the two
individuals with the specialist degrees believed that half
or fewer of the students could be expected to complete
high

school.
At School 3 there is disagreement among White staff

members.

Most (58. 2%) which represents 15 respondents,

have high expectations for their students, while one staff
member (5.9%) indicated a lower expectation for the
students.

The staff at this school (88.9% of the males

and 62.5% of the females) agree that the principal is
accessible t6 discuss matters dealing with instruction

( # 12).

Although these percentages represent a rna jor i ty of
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these two groups,
this issue.
recitation,

37.5% of the females are undecided over

In regards to the question on classroom
the majority of the males (88.9%) disagreed

that low achieving students answer questions as often as
other students in the classroom

(#21).

Indicating a different perception, the majority of the
females (75%) agreed with this statement.
Both of the staffs at Schools 2 and 3 are diverse in
their perceptions of question #32 (the number of lowincome students retained in grade is proportionately
equivalent to other students retained in grades).
School 3,

At

12.5% (2 respondents) disagreed with the

statement, but the two Hispanics agreed with the statement.
As with School 2 the same percentage (75%), which
represents 12 White respondents,
#32.

disagreed with question

Also undecided on this question,

are the two Asians.

Agreement is indicated by the single Black,
Whites, and the single American Indian.

12.5% of the

The single

Hispanic and 12.5% of the Whites disagreed with the
statement.
At School 2,

the staff, by degree held, disagreed

over #34 (ninety-five to one hundred percent of the
students in this school can be expected to complete high
school).

A portion of those (37.5%) . with bachelor

degrees; 75% of those with master degrees; and 100% of
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those with specialist degrees are in disagreement over
this statement.

Disagreement over this same statement is

also evident the males and females at School 3.

Less than

half of the males (44.4%) and 66.7% of the females
disagreed with the statement.
The staff at School 1 is the only one that disagreed
over #37 (outside interruptions do not often interfere
with instruction in this school).

In this case,

a

majority (57.1%) of those with bachelor degrees disagreed
and a majority (63.6%) of those with master degrees agreed
with the statement.
At School 2 there is substantial agreement between
the teachers and counselors over item #40 (the principal
requires and regularly reviews lesson plans).
teachers,

Among the

93.8% of the respondents disagreed and both of

the counselors disagreed with the statement.

However,

66.7% of the administrators agreed that the principal
requires and regularly reviews lesson plans.
The staff at School 3 disagreed over #40 too; but in
additon to disagreeing in the category of position held,
they also disagreed in the category of ethnicity.

The

majority of Whites (68.8%) felt that the principal
requires and regularly reviews lesson plans, 100% of the
Hispanics disagreed with these individuals.

The majority

of the teachers (53.3%) and 100% of the administrators
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agreed with the Whites.

This represents a substantial

agreement over this statement.
At School 2 the majority of the ethnic respondents
disagreed with #16 (teachers in this school do not hold
consistently high expectations for all students).

Those

that agreed with the statement are 50% of the Asians,
36.8% of the Whites,
Furthermore,

and the single American Indian.

47.1% of the teachers at this school

disagreed over statement #18 (basic skills instructional
time is rarely interrupted).

From another perspective,

50% of the counselors and 100% of the administrators
agreed with this statement.
In contrast,

the females

( 66.6%) at School 1 agreed

that basic skills instructional time is rarely
interrupted.

The majority of the males (62.5%) is

undecided on this issue.
Administration
In the area of administration, the staffs at the
three schools could not fully agree on #10 (students have
positions of responsibility),

but the staffs at Schools 1

and 2 substantially agreed that students have positions of
responsibility in the school.

The staff at School 3

indicated that this is an item that needs considerable
improvement.
At School 2 over half of the respondents with
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bachelor, master, and specialist degrees agreed that class
cutting is a problem ( #2).

School 2 and 3 were

~n

agreement on this issue. Although there was not full
agreement, Schools 1 and 3 substantially agreed that
students have positions of responsibility.

There is more

disagreement at School 3 where the staff felt that more
emphasis should be placed in this area (#10).
Schools 1 and 3 feel that the principal should seek
more ideas from the staff ( # 19 ).

School 3 is the only

school where the teachers did not totally agree on
question #20 (attendance is good; students stay away from
school only for good reasons); and those staff members who
have been working at this school for 1-10 years, felt that
they do not have control over their work lives in that
they do not have the opportunity to share in the making of
important decisions (#29).

In contrast,

50 percent of

those who have been at the school for twenty-one years or
more, felt

that they do have some control of their work

conditions.
The staff at School 2 is the only one that disagreed
over question #11 (the school building is neat,
clean and comfortable).

bright,

The majority of the ethnic groups

disagreed with this statement, but the single Hispanic
strongly agreed with the staff.
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Social
In the social area,

the staffs at Schools 1

and 2

indicated that the students need to show more pride in the
school ( #4 ).

This represents the only common area of

disagreement among the schools in this sub-category.
The staff at School 3 is the only one that disagreed
over question #1 (I have influence on the decisions within
the school which directly affect me).

This is also true

with question #9 (most students get positive feedback from
faculty and staff).

The disagreement with #l occurs in

the categories of ethnicity,

gender and degree held.

58.8% of the Whites agreed while 100% of the Hispanics
disagre~d:

55.6% of the males disagreed while 77.8% of the

females agreed: and 87.5% of those with bachelor degrees
disagreed,

71.4% of those with master degrees agreed,

while 100% of those with specialist degrees agreed.
At Schools 1 and 2 (the staff do not agree on whether
or not they and the students are proud of their plant
(#4).

At School 1, 42.9% of those with bachelor degrees

agreed and 57.1% disagreed.

At School 2,

68.5% of the

Whites agreed on this issue, but there is an equal amount
of agreement and disagreement among the two Asians, and
the single Black, American Indian and Hispanic
respondents.

Likewise,

the ethnic groups at School 2 is

not in total agreement over question #5 (teachers are
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cooperative and supportive of each other).
majority of the staff agreed on this issue.

Again,

the

The

disagreement is represented by 21.4% of the Whites and the
single American Indian.
Multicultural
In the multicultural area, the staffs at Schools 1
and 2 indicated that there needs to be some improvement in
the schools' efforts to integrate all required classes by
race, ethnicity, and gender.

School 3 fully agreed on all

of the items in this area.
On the . issue of whether or not required classes are
integrated by race,

e·thn ici ty,

and gender ( #3),

there is a

substantial level of agreement (57.2% and 90.9%
respectively) between those with maiter and bachelor
degrees.
School 3.
issue,

This was not the case among the ethnic groups at
Although 89.5% of the Whites agreed with this

there are mixed feelings among the other ethnic

groups.
The staff at School 1 is the only one that disagreed
over question #26 (there is little racial hostility
between students).
on this issue,

Even though 88.2% of the Whites agreed

the single Black disagreed and the single

Hispanic is undecided.
In summary,

this section discussed the improvement

areas of (instruction, administration,

social and
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multicultural) as they were perceived by the staff at each
school.

Each school was analyzed according to the number

of items that needed improvement in order for the school
to achieve total effectiveness.

The discussion of each

area focused on the common improvement issues that existed
among the schools, and was followed by analyses of the
unique issues at each school.

The following section will

discuss the areas of effectiveness and ineffectiveness by
question and characteristic of each school as depicted in
Tables 4-9 and will be presented in a profile of Schools
1,

2 and 3.
Areas of Effectiveness and Ineffectiveness by
Question and Characteristic
The plan of this section is to present a profile of

each school by discussing some of the characteristics in
the broad academic and social areas.

The data for this

section are depicted in Tables 15-20 on pages 104-109
Tables 15 - Areas of Instructional and Administrative
Effectiveness and Limited Effectiveness by
Quest1on and Characteristic - School 1

Instruction
Effectiveness

Q6

Expectations: high school
completion

Limited effectiveness
Q7

Discussion of
instructional
issues with
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Q8
Ql2 Ql5 Ql6
Q21
Q25
Q28
Q32
Q33
Q34

-

Q36 Q39 Q40 -

Reprimands:
class disruptions Ql8 Accessibility of principal
Test results:
instructional
Q37 changes
High expectations (academic)
Student classroom responses
Academic promotion
Teacher preparation
Student retention
Learning environment
Expectations:
high school completion
completion
Student attitude & academic
achievement
Acquisition of basic skills
Lesson planning

Time on task
in basic
skills
Instruction/
external
interruptions

Administration
Q2
Qll Q20 Q22 Q24 Q27 Q29 Q30 -

Class cutting
Clean school building
Student attendance
Principal's rapport with
students
Provisions for professional
growth
Safe environment
Shared decision making
Student mobility

QlO Ql9 -

Students/
positions of
responsibility
Staff input

Table 16 - Areas of Social & Multicultural Effectiveness
and Limited Effectiveness by Question and
Characteristic - School 1

Social
Effectiveness
Ql
QS
Q9
Ql3 Ql7 -

Influence over decisions
Cooperative and supportive
teachers
Positive feedback from staff
Cohesiveness in school
Positive -school climate

Limited Effectiveness
Q4 -

Pride in school
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Table 16 continued
Multicultural
Effectiveness
Ql4

Equal representation of
ethnic groups
Curriculum tracks and
ethnic enrollment
Ethnic minorities and
school attendance
Ethnic representation
Parent groups/ethnic
composition

Q23
Q31
Q35
Q38

Table 17 -

Limited Effectiveness
Q3 - Required classes
are integrated
Q26- Student cohesion

Areas of Instructional and Administrative
Effectiveness and Limited Effectiveness by
Question and Characteristic - School 2

Instruction
Effectiveness
Q8
Ql2 Ql5 Q21
Q25
Q28
Q33
Q36

-

Q37 Q39 -

Reprimands/class
distruptions
Accessibility of principal
Test results/instructional
changes
Student classroom responses
Academic promotion
Classroom preparation
Learning environment
Student attitude/academic
achievement
Instruction/external
disruptions
Acquisition of basic skills

Limited Effectiveness
Q6 Q7 Ql6 Ql8 Q32 Q34 Q40 -

Expectations/
high school
completion
Discussion of
instructional
issues
High academic
expectation
Time on task/
basic skills
Student
retention
Expectations/
high school
completion
Lesson planning

Administration
Effectiveness
Ql9 Q20 Q22 -

Input from staff
Student attendance
Principal's rapport with
students

Limited Effectiveness
Q2 - Class cutting
QlO - Students/
responsible
positions

107

Table 17 continued
Q24 Q27 Q29 Q30 -

Provisions for professional
growth
Safe environment
Shared decision making
Student mobility

Qll - Clean school
building

Table 18 Areas of Social and Multicultural Effectiveness
and Limited Effectiveness by Question and
Characteristic - School 2

Social
-Effectiveness
Ql
Q9
Ql3
Ql7

-

Influence over decisions
Positive feedback from staff
School cohesiveness
Positive school climate

Limited Effectiveness
Q4 - Pride in school
QS - Cooperative &
supportive
teacher

Multicultural
Effectiveness
Ql4 - Equal representation of
ethnic groups
Q23 - Curriculum tracks/ethnic
enrollment
Q26 - Student cohesiveness
Q31 - Ethnic minorities/student
attendance
Q35 - Ethnic group representation
Q38 - Parent groups/ethnic composition

Limited Effectiveness
Q3 - Required classes
are integrated

---------------------------·-------------------------------
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Table 19

Areas of Instructional and Administrative
Effectiveness and Limited Effectiveness by Question
and Characteristic - School 3

Instruction

QS
Ql5 Ql8 Q25 Q28 Q33 Q36 Q39 -

Effectiveness

Limited Effectiveness

Reprimands & classroom
disruptions
Test results/instructional
changes
Time on task/basic skills
Academic promotion
Teacher classroom
preparation
Learning environment
Attitude/student academic
achievement
Acquisition of basic
skills

Q6
Q7
Ql2 Ql6 Q21 Q32Q34 Q40 . -

Expectations/
high school
completion
Discussion of
instructional
issues
Accessibility
of principal
High academic
expectations
Classroom
responses
Student
Expectations/
high school
completion
Lesson planning

Administration

Q2
Qll Q27 Q30 -

Effectiveness

Limited Effectiveness

Class cutting
Clean school building
Safe environment
Student mobility

QlO Ql9 Q20 Q22
Q24

-

Q29 -

Students/
responsible
positions
Staff input
Student
attendance
Principal's
rapport with
students
Provisions '
for staff
development
Shared
decision
making

-----------------------------------------------------------------
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Table 20 - Areas of Social and Multicultural Effectiveness
and Limited Effectiveness by Question and
Characteristic as Perce1ved by Staff School 3

Social
Q4
QS
Ql7 -

Effectiveness
Pride in school
Cooperative and Supportive
teachers
Positive school climate

Limited Effectiveness
Ql
Influence on
decision making
Q9
Positive
feedback from
staff
Ql3 School
cohesiveness

Multicultural
Q3
Ql4 Q23 Q31 Q35 Q38 -

Effectiveness
Required classes are
integrated
Equal representation/School
publications
Curriculum tracks/ethnic
enrollment
Ethnic minorities/School
attendance
Representation of ethnic
groups
Parent groups/ethnic
composition

Limited Effectiveness
none

School l's Effectiveness Profile
Overall,

School l' s staff is in full agreement on 32

of the 40 questions for a rating of 80%.

The 8 questions

where there is disagreement among the staff are divided
into 5 areas where the staff differs by degree held, l by
gender and degree,

l by ethnicity,

and 1 by years on the
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job.

On 4 of these 8 questions,

there still is

substantial agreement over the relevant effectiveness
issue.

Altogether,

the staff felt that School 1 is an

effective school on 36 of the 40 questions,
In the social/multicultural area,

or 90%.

the majority of the

B.A.'s (57.2%) and M.A.'s (90.9%) at School 1 felt that
required classes are integrated by race,
gender (#3).

ethnicity,

and

This also means that a substantial

percentage (42.8%) of the B.A.'s felt that the school is
less successful in this area.

While all faculty with 1-5

and ll-20 years in teaching felt that minority students
are encouraged to remain in school ( # 31),

interesting 1 y,

only 3 respondents (66.7% of those with 6-10 years of
experience) agreed.

This still represents a substantial

level of agreement.

A similar distribution of teachers

agreed that students have positions of responsibility for
various activities conducted on school property (#10).
The single Black teacher felt that there is racial
hostility at the school (#26),
teacher is undecided.

but the single Hispanic

The majority (88.2%) of the staff,

which is White, felt that there is no racial hostility at
the school.

In a related matter (#4),

M.A.'s overwhelmingly felt that the

the staff with

students and staff

had pride in the plant, while a majority of the staff with
B.A. degrees (57.1%) disagreed.
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On a range of academic issues, the staff holding
M.A.'s generally give strong support to the idea that
School 1 is an effective school.

All of the M.A.'s felt

that the principal brings instructional issues to the
faculty ( # 7) and generally seeks their ideas ( # 19).

The

staff members with B.A.'s generally agreed that the
principal seeks ideas from the staff (71%),

but only 42.9%

of them did not feel that he brings instructional ·issues
to the staff for discussion,
and

while 14.2% are undecided,

42.9% disagreed.
In regards to basic skill instruction, the

majority

of the staff felt that it is interrupted too often (#18).
The majority of the female faculty (66.6%) disagreed.
Faculty with M.A. degrees (64%) felt that interruptions do
not interfere with instruction in general (#37) when
compared to 43% of the faculty with B.A.

degrees.

School 2's Effectiveness Profile
School 2's staff is in full agreement on 27 of the 40
school effectiveness questions.

The 13 questions over

which there is disagreement are divided into 7 questions
where the staff differs by ethnicity, 2 by ethnicity and
gender, 1 by degree and years on the job,

2 by degree,

1 by position held.
On 5 of these 13 questions,

there still is

and
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substantial agreement over the relevant effectiveness
issues.

Altogether,

the staff felt that School 2 is an

effective school on 32 of the 40 questions,

or 80%.

In the broad academic area, the staff at School 2
generally agreed that class-cutting is a problem for
teachers ( # 2 ).

This agreement is most evident in the

areas of degree and years on the job.

Most (62.5%) of

those with B.A.'s; 50% of those with M.A.'s; 50% of those
who have been on the job for 1-5 years; 75% of those who
have been on the job for 11-20 years; and 50% of those who
have been on the job for 20 or more years, agreed with
this statement while those who have been on the job for 610 years disagreed.
In the broad social area, the majority of the staff
generally agreed that required classes are integrated by
race,

ethnicity,

and gender (#3);

supportive of each other ( # 5 ).

and that teachers are

Likewise,

the staff

generally agreed that they and the students are proud of
their school plant (#4),
neat,

bright,

although the building is not

clean and comfortable (#11); and that

students have positions of responsibility for student
activities,

conduct and school property (#10).

The single

American Indian did not agree with statements 3, 4, 5 and
10, and the single Hispanic disagreed with statement #11.
The ethnic groups have mixed feelings regarding item
#32 (the number of low-income students retained in grade
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is proportionately equivalent to other students retained
in grade).

The Asians (100%) are undecided; 100% of the

Blacks agreed;

7 5% of the Whites are undecided,

12.5%

agreed, and 12.5% disagree that the number of low-income
students retained in grade is proportionately equivalent
to other students retained in grade; 100% of the American
Indians agreed; and 100% of the Hispanics disagreed.
Those staff members with B.A.
those with M.A. degrees (91.7%),

degrees (75.0%) and

felt that more than half

of their students can be expected to complete high school
(#6).

The two (100%) specialists disagreed with the

B.A.'s and M.A.'s.

On another issue, the specialists are

undecided on whether or not the pr1ncipal regularly brings
instructional

issues to the faculty for discussion (#7).

Those with B.A. degrees are in agreement on this issue
(62.5%),

while only 41.7% of those with M.A.

in agreement.

The remainder of the

M.A.'s

degrees are
( 41.7%),

disagreed and 16.9% are undecided.
School 2's staff basically agreed that teachers hold
consistently high expectations for all students (#16);

and

that 95-100% of the students can be expected to complete
high school ( # 34).

The exceptions are with the single

American Indian who disagreed with #16,
Black who disagreed with #34.

and the single

Likewise, the American

Indian agreed that basic skills instruction is rarely
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interrupted (#18),

but the single Black disagreed on this

issue.
According to the majority of the teacher respondents
(93.8%),

the principal at School 2 does not require and

regularly review lesson plans (#40).

In constrast,

66.7%

of the administrators disagreed with the teachers and
counselors on this issue.
School 3's Effectiveness Profile
Overall,

School 3's staff is in full agreement on 24

of the 40 school effectiveness questions.

The 16

questions over which there is disagreement are divided
into 4 questions where the staff differs by position, 4 by
ethnicity, 3 by sex, 1 by degree, 1 by years on the job, 1
by position and degree,

1 by ethnicity and position,

and 1

by ethnicity and degree.
On 6 of these 16 questions,

there is substantial

agreement over the relevant effectiveness 1ssues.
Altogether,

the staff felt that School 3 is an effective

school on 30 of the 40 questions,

or 75%.

In the broad social area, both the teachers and
administrators at School 3 agreed that there is little
racial hostility at the school (#26).

However,

53.5% of

the teachers felt that there is not a "we" spirit in the
school (#13),

but the majority of the staff did agree that

various racial and ethnic groups and both sexes are
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represented in textbooks,

literary materials and films in

the school (#35).
Related to the issue of grade retention in the broad
academic area,

75% of the Whites were undecided while 100%

of the Hispanics agreed that the number of low-income
students retained in grade is proportionately equivalent
to other students retained in grade (#32).

The staff is

also in disagreement over 7 other issues in this area.
For example, 100% of the Hispanics felt that half or fewer
of the students in the school can be expected to complete
high school ( # 6),
this statement.

but 58.2% of the Whites disagreed with
On a similar question pertaining to

graduation expectations,

4 males (44.4%) and 6 females

(66.7%) disagreed on the issue that 95-100% of the
students will complete high school ( # 34 ).
males agreed with questions #34,
disagreed.

Overall,

33.3% of the

while 100% of the females

46.7% of the teachers felt that they

hold consistent high expectations for all students
Also,

(#16).

the two administrators agreed with the teachers on

this issue.

Within the classroom,

the male and female

staff members are in disagreement (88.9% of the males
disagreed and 75% of the females agreed) as to whether or
not academic achieving students answer questions as often
as other

studer.~ts

(#21).

The staff at School 3, with the exception of the two
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Hispanics, generally agreed that the principal requires
and regularly reviews lesson plans (#10);

that he is

accessible to discuss instructional issues (#12);

and he

provides apport unities for professional growth ( # 24).
addition,

In

only 26.7% of the teachers felt that the

principal seeks ideas and suggestions from the staff
(#19),

and 58.8% of the Whites felt that they have

influence over the decisions within the school which
directly affect them (#1).

However,

not have this efficacious feeling.

the two Hispanics do
The majority of the

teachers (60%), who have worked for 1-11 years at the
school felt that important decisions are not made with
representation from students, faculty, and administration
(#29).
The majority of those with B.A.'s, M.A.'s and
Specialist degrees,

felt that students have positions of

representation for student activities, conduct and school
property (#10), but their feelings were mixed regarding
the principals's ability to respond to student problems
(#22).
School 3 has a relatively stable student population
because student mobility is not a problem (#30) as
perceived by 53.3% of the teachers.

Both teachers and

administrators agreed that attendance is good ( #20).
majority of the Whites and males,

88.9% and 77.8%

The
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respectively: and 100% of the females, felt that most of
the students get positive feedback from faculty and staff
(#9).

The majority of the teachers (80%)

and all

administrators felt that students and staff are proud of
their school plant and help to keep it attractive (#4).
This section presented a descriptive profile of each
of the three schools with a focus on the effective and
·limited effective characteristics of the instructional,
administrative, social, and multicultural staff
questionnaire items.

The next section will include a

discussion of the common areas of effectiveness that exist
among the schools.
Common Areas of Effectiveness Among Schools
Although the three schools differ in the degree of
overall effectiveness, there are some common effective
areas among them.

For example, all of the staffs have

common feelings about the following aspects of their
schools.

They feel

that:

(1) If students

have not

acquired the basic skills by the time they
reach high school, there is not much they can do to help
them (#39);

(2) pictures in school publications reflect

the rae ial and ethnic composition of the school ( # 14):

( 3)

the principal uses test results to recommend curricular
changes ( # 15):
work (#27):

( 4) the school is a safe place in which to

(5) a positive feeling permeates the school
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(#17):

(6) teachers are well prepared for class (#28);

and

(7) the parent group reflect the racial and ethnic
composition of the student body (#38).
In summary, four of these common items (#'s 8 , 15,
28,

and 39), are instructional issues; two (#'s 14 and 38)

are multicultural issues; one (#27) is an administrative
issue; and one (#17) is a social issue.
Summary
This chapter consisted of analyses of the
questionnaire data as they related to school effectiveness
from a staff point of view.

Part one consisted of

analyses of the levels of agreement that existed within
each school, which involved a discussion of the overall
staff assessment of school effectiveness (number of
questionnaire items that received full staff agreement),
and a discussion of the sub areas of instruction,
administration, social and multicultural at each school.
Part two consisted of analyses within each school with a
focus on the areas of limited effectiveness.

Part three

consisted of analyses of the broad academic and social
areas of effectiveness and limited effectiveness by
questionnaire item and its characteristic.

These analyses

were presented as school profiles.

Part three ended with

a discussion of the common areas of

effectiven~ss

exist among the three schools.

that

Chapter 5
Effective Policies & Practices Within Each School
This chapter consists of intensive analyses of the
principal's interviews as they relate to school
effectiveness.

Each principal's comments will be analyzed

and presented in a uniform description of each school in
terms of the school's ability to achieve effectiveness in
the instructional, administrative, social, and
multicultural areas.

Each portrait will conclude with a

summary of the practices and policies of effectiveness
that were elaborated on by the principal.
The principals' interviews varied from school to
school,

but each principal was asked a set of common

questions.

The questionnaire items were edited carefully

and the most salient points were used from the interviews.
The comments will be presented as a combination of direct
quotes and summarized statements, and the anecdotal
comments of the staff, students,

and parents will be used

as supporting data.
The following questions will be considered when
presenting the description of each school, and will be
discussed in terms of areas of effectiveness and limited
effectiveness:
1.

Do the principal's comments correspond to the

questionnaire data in terms of staff perceptions?
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2.

Do the principal's comments correspond to the

questionnaire data in terms of student and parent
perceptions?
3.

What administrative policies, practices and

themes are mentioned by the principal during the
interview?
4.

What anecdotal comments will be useful as

supporting data?
In addition, a numerical format will be used as the
organizational framework of the chapter,

and will include

the following headings and subheadings:
1.0
1.1
1.2
1.3

Portrait of Instructional Effectiveness
Accessibility of Principal
Curriculum Planning & Instruction
Instructional Goal~ & Strategies

2.0
2.1
2.2

Portrait of Administrative Effectiveness
Shared Decision-Making Strategy
Student Management

3.0
3_1
3.2
3.3

Portrait of Social Effectiveness
School Climate/Cohesiveness
Social Development/Parent & Student Involvement
Visibility of Principal

4.0

Portrait of Multicultural Effectiveness
School l's Profile

School 1 is a comprehensive high school that serves
students in grades 9-12.

It has an instructional

structure of three units, or three schools within a
school, and is managed by four administrators (one
principal and three assistant principals).

The school
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does not have any counselors, but it meets the counseling
and guidance needs of the students through its
Advisee/Advisor Program.

The school's climate continues

to be good despite the facts that the school is
overcrowded; it lacks adequate maintenance services; and
there are not enough teacher desks and file cabinets.
School l serves approximately 2100 students of whom
approximately .05% are Black,

9% are Asian,

Hispanic, 1% are Filipino and 82% are White.
addition,

White;

In

the school has a staff consisting of 90

certificated members of whom 6.8% are Asian,
Filipino,

8% are

2.2% are

1.1% are Black, 8.9% are Hispanic, and 81% are

and 34 classified members of whom 14.7% are

Hispanic, 11.7% are Asian, and 73.6% are White.
According to the two background factors (parent
education index and AFDC (Aid to Families with Dependent
Children)) that were used to compute the comparison score
bands for the Survey of Basic Skills:

Grade 12, School 1

has an average socioeconomic index of 3.29 and an average
AFDC percentage of 3.4 for the years of 1980-1981,
1982,

and 1982-1983.

1981-

This data means that School l's

parents represent those who have either had some college
or are four-year college graduates; and that there are few
students who come from economically disadvantaged homes.
Table 21 depicts the effective and limited effective
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instructional policies and practices as perceived by the
staff at School 1.

The following discussion will amplify

some of the characteristics of the table.
1.0

Portrait of Instructional Effectiveness
School 1 is in full agreement on 32 (80%) of the 40

questionnaire items pertaining to school effectiveness.
In general, this school proved to be the most effective

in terms of staff perceptions.
1.1

Accessibility of Principal
Beginning at 7:55 A.M.,

the principal has a practice

of being accessible to his staff while he has a cup of
coffee.

The principal states,

while I have a cup of coffee.

"They have access to me
Usually it's

social, but many times that's where concerns are
surfaced."
He continued:
There are various other things that happen.
Usually during first and second periods, I
try to get to as many classes as I can on a
walk through basis. Talk to teachers when
convenient. Two times each week, I make
clinical supervision of _teachers.
(Usually
first and second periods).
I usually do
that because there are other things that
take up my time.
Other than appointments
that are made as the day goes on, curriculum
type things start happening (Principal's
Interview, School 1, 10/17/84).
In addition to handling the walk-in appointments,
principal meets with teachers during their preparation
periods.

He explained,

"For example,

I'm going through

the
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Stulls (teacher learning plans), so I have 15 people that
will take up part of the time.
people to supervise."

All of us have about 15

He also has a practice of making

classroom visits during periods one and two; and reserving
his afternoons for student,

parent, or teacher

appointments, classroom visitations, and scheduled
meetings (Principal's Interview,
1.2

School

1, 10/17/84).

Curriculum Planning & Instruction
School 1 is uniquely organized for planning and

instruction, and the administrators practice the use of
participatory management as their main decision-making
strategy.

To demonstrate how the principal uses the

practice of including all of the staff in the decisionmaking process, each part of the school's structure will
be discussed separately.
1.21

Unit Organization

The entire staff and student body are divided into
three separate units or three schools within the school.
This division results in three smaller groups which
enhance communication and the decision-making process.
The principal explained:
The school is broken into three units.
Onethird of the staff in each unit.
There are
English teachers in each unit; Social
Science teachers in each unit, etc..
So
each department is distributed throughout
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the three units.
The purpose of this is
guidance for our administrative system, for
decision-making, and communication purposes
(Interview, School 1, 10/17/84).
1.22

Learning Communities
The units are further divided into two Learning

Communities (LC).

Each LC elects a Learning Community

Leader (LCL) who serves on the decision-making bodies in
the

school.

The principal commented:
Each unit is broken into two Learning
Communities and each one elects a Learning
Community Leader (LCL).
The LCL is on all
the decision-making bodies in the school,
so they can report back to the unit
everything that is going on.
Any staff
member, classified or certificated, can
have input into the unit meetings and start
a process of getting something done
(Interview, School 1, 10/17/84).
1.23

Resource Areas & Lead Teachers
The Resource Area (RA) is equivalent to a department

at other schools.

At School 1,

lead teachers serve as the

instructional leaders within the Resource Areas.
principal explained how this concept evolved:
The departments are called Resource Areas.
We did away with the department chairmen,
and the union made us not call them
departments.
To get around that, we have a
lead teacher, which are like department
chairs, in each department ( Principal's
Interview, 10/17/84).

The
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1.24

Resource Coordinators
The lead teachers are organized for another aspect of

the decision-making body.

These individuals also serve on

the principal's advisory council.

The principal explained

the role of the Resource Coordinators:
The other part of our decision-making body
are the Resource Coordinators.
Seventeen
lead teachers are broken down into six
areas.
So we have six Resource
Coordinators.
They, along with the six
LCL's are on my Program Improvement Council
which is the principal's advisory council.
We meet two Tuesdays a month and following
that on Wednesdays.
We have unit meetings
in the morning and report to those unit
meetings what went on in the Principal's
Advisory Council.
I meet with my staff
every Wednesday at 7:45 a.m. for 15 minute
briefing. One-way information is
processed.
Where administrators give
information to teachers, or teachers
can make announcements ••• It is not a
discussion or decision-making time. Those
are done during their unit meetings.
The other days when they are not having
their unit meetings, they're having their
resource area meetings.
Each one of the
administrators has three to four different
areas that he/she visits (Principal's
Interview, 10/17/84).
As a means of improving communication and providing a
meaningful educational program,

the principal and his

staff have a practice of regularly meeting with a group of
approximately 25 student advisees every Wednesday morning.
"I 1 ve had the same 25 kids every year with the exception
of the 6 to 7 seniors I lose.

But I gain 6 to 7 • • • I

have had the same group for three years",

he said.
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During the time these students are with the
principal,

they have the opportunity to discuss a variety

of topics which address their academic,
personal

social and

needs.

The principal added:
Every staff member has an advisory group.
That is basically the structure of our
school.
The purpose of it is to improve
communications.
The better the information
goes out, the better people make decisions.
Our advisory day is a shortened day.
Classes go from 51 minutes to 45 minutes.
That way the students have to attend.
It's
pretty much . institutionalized.
One-third
are highly motivated, one-third sort of go
along with it and are sort of
semi-motivated, and one-third drag their
feet ( Principal's Interview, 10/17 I 84).
The Student Handbook contains this statement
regarding the Advisory Program:
One of the truly unique features at (School
1) is the Advisory Program.
It is through
Advisory that we try to provide every
student with an educational program
that really meets his needs and desires.
Every student in the school is assigned to
a faculty member who acts as his/her
advisor for four years.
Every advisor has
approximately twenty-five advisees.
Each advisory group belongs to one of the
units. Each faculty member is assigned to
a unit.
An administrator also has been
assigned to work with students in each
unit.
Your advisor is available to assist
you should you need help in planning your
program or solving a problem.
(Student
Handbook 1982-83, School l , p. 15).
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1.3

Instructional Goals & Strategies
School l's instructional goals are centered around

the practice of using the clinical teaching/supervision
process which incorporates a number of research based
instructional strategies that have been proven to enhance
learning.

The principal emphasized:

We all participate in clinical supervison
of our staff.
I've been working with my
staff, with those who have been in mastery
teaching as well as those who have not. We
have a little "cheat list" with all
information condensed. We try to visit
with as many teachers as we can for 8-10
minutes on certain areas.
In cases of
teachers who have had mastery teaching, we
say, Leroy what area would you want me to
look at?
I'll come in tomorrow during
second period.
Tell me the area and tell
me about what part of the period you might
be doing it, and I will come in, look at
that and then we'll have a short ~onference
to give you the feedback ••• I try to make
them two per week formally, and do as many
informally as we can (Interview, 10/17/84).
Staff development is a major practice at School 1.
As a School Improvement Program school,

the staff has been

involved in a number of staff development activities.
principal explained:
We have mastery teaching.
We have mentor
teachers.
People have gone for staff
development and enrichment. Conferences
for professional growth. This was done
through School Improvement funds.
This
year we do not have these funds.
This year
we are spending money for mastery teaching
and the mentor teacher process (Principal's
Interview, 10/17/84).

The
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Furthermore, the principal has a practice of using
test scores to recommend changes in the instructional
program and testing procedures; devising ways of reporting
student progress which includes sending report cards home
every 6 weeks, the scheduling of at least two parent
conference days and a Back to School Night for all 9th
graders and their parents; and of monitoring the school's
is written homework policy.
In reference to the classroom, the principal and the
staff agree that the classroom environment is very
conducive to learning for all students.

"I think the

majority of the kids here are really good kids.

They are

well behaved, they go to class and try to do well in
class",

remarked the principal.

The following table depicts the effective and limited
effective instructional practices at School l.

Some of

these items are highlighted in the summary of the school's
profile.
Table 21 - Areas of Instructional Effectiveness and
Limited Effectiveness by Question and
Character1stic as Perceived by Staff School l

Instruction
Limited Effectiveness

Effectiveness
Q6

Expectations:
completion

high school

Q7

Discussion of
instructional
issues with
principal
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Table 21 continued
Q8
Ql2 QlS Ql6
Q21
Q25
Q28
Q32
Q33
Q34

-

Q36 Q39 Q40 -

Reprimands:
class
disruptions
Accessibility of principal
Test results:
Instructional
changes
High expectations (academic)
Student classroom responses
Academic promotion
Teacher preparation
Student retention
Learning environment
Expectations:
high school
completion
Student attitude & academic
achievement
Acquisition of basic skills
Lesson planning

In summary,

Ql8 Q37 -

the principal at School 1 employs a

practice of being accessible to the staff,
parents.

In fact,

Time on task
in basic
skills
Instruction:
external
interruptions

students and

he begins his day being accessible to

the staff while he has a cup of coffee, and he continues
this practice during the day by making informal and formal
classroom observations and by talking to teachers when
convenient.
Moreover,

via the Principal's Advisory Council and

the unique organization of the school,

the principal

assures that school-wide communication continues, and that
the students, staff and parents participate in the
decision-making process at the school.

Furthermore, the

principal tries to develop with the staff,

the same
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longitudinal perspective of participatory management that
he uses with his administrators.
School l's instructional goals are centered around
the clinical teaching model, and the principal and his
administrators use a variety of strategies to communicate
these goals to the students, staff, parents,
community.
planned,

and

For example, staff inservice activities are

test scores are used to recommend changes in the

instructional program and testing procedures, at least two
parent conference days and a Back to School Night are
scheduled as means of reporting student progress, and the
homework policy is monitored and updated when necessary.
Sin·ce the staff does not fully agree on some of the
instructional practices, their disagreements should be
considered as some possible administrative concerns or
areas where the principal's policies do not work as well.
Their perceptions differ in a number of ways (e.g.,
degree,

by

position, gender, or years working at the school)

and may be based on some opinions or beliefs that are
independent of each other.

For example,

3 or 49.9% of the

responding teachers with bachelor degrees felt that the
principal does not regularly bring instructional issues to
the faculty for discussion:

and 4 or 57.1% of the teacher

respondents with bachelor degrees and 3 or 33.3% of the
females felt that outside interruptions interfere with
instruction.
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From the above data,

one is unable to determine what

constitutes a class interruption.
interruption may be too much.

For some,

any

In other words, the

variation in teaching styles and in the frustration
tolerance levels among the teachers determine what
constitutes a classroom interruption.
nature,

Because of their

these concerns probably have not surfaced at

School 1, but later on they could surface and could
ultimately impact the effectiveness rating and thereby
creating an administrative problem.
Table 22 depicts the effective and limited effective
administrative policies and practices as perceived by the
staff at School 1.

The following discussion will amplify

some of the characteristics of the table.
2.0

Portrait of Administrative Effectiveness
As a practice,

the principal at School 1 strongly

encourages the process of shared decision-making.

He does

this by allocating time for team curriculum review and
planning, and by involving the staff, students and parents
in the formulation of policies.
2.1

Shared Decision-Making Strategy
The principal at School 1 follows a practice of

shared decision-making through team curriculum review and
planning.

The principal explained:
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In our resource area, for example, this is
my third year of working with the English
Department.
We have completely redone the
curriculum. We had to assess what we were
doing before we started to change it.
We
changed it so it is sequential.
There are five common strands through all
four years, and they are sequential.
We
are even breaking it down where every
English teacher teaches at least two grade
levels to get an understanding of both.
Every sophomore teacher gives the same
final.
We are working on having four
different finals so we won't give the same
one every semester or every year.
We have
been working in between to give some bench
mark tests throughout the semester. All of
them have a reading list, an extensive
reading list.
All share cards with each
other.
I'm talking about lOth grade
because I'm working with them right now,
and they are going to do item analysis on
these tests.
They have also had discussions, less
formal, to discuss what's working for each
other.
One person may say that this is not
working for me, so they will chuck this or
that.
Or someone will give some ideas
on how to make Romeo and Juliet more
interesting, etcetra.
A lot of this is
going on that did not happen before.
Social Studies is not doing this as
extensively, but they are working on common
tests. Science and math meet together
extensively to agree on some of these
things (Principal's Interview, 10/17/84).
In summary, the English Department has demonstrated
that a team approach to curriculum review and planning can
work at School 1.

with the principal's assistance,

the

teachers in this department have developed a sequential
cur~iculum

with five common strands

~hroughout

all four
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years.

In addition each teacher teaches at least two

grade levels to gain a better understanding of both grade
levels, and the sophomore teachers give the same final
examination.
The English Department at School 1 is also a sharing
department.

For example, the teachers share reading lists

and their classroom experiences (what things have/have not
worked) with each other.
The team planning process also extends to the
administrative staff:

The principal emphatically

commented:
On Tuesdays I have a staff meeting at 9:30
with the other four administrators. Our
purpose is to plan the day. · It helps us to
be together on -issues and problems.
Because of the size of the high school,
we are staffed the same as a high school
one-half our size.
There is a lot more
stress on us. We make a serious effort to
do activities that are team building
activities.
We meet once per month
socially.
That's planned.
We meet twice
per year for two days. We used to meet two
times for two days on our own (we used to
meet on Friday afternoon, Saturday and
Sunday on our own time for planning).
This year we met on work days since there
was no compensation for it.
This Spring we
will probably do it on our own. We find
that it really helps.
It really helps me.
I've worked in places where there were not
collegiality and team support, and it
takes a lot of energy away from the
principal to have to work with people who
are not working together very well. It
helps for communication and understanding
purposes.
It helps the staff to be
more secure and they are more positive when
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they all say the same thing about different
issues (Principal's Interview, 10/17/84).
Parent participation in the decision-making process
is also encouraged at School 1.

Currently,

a parent

serves as a member of the Principal's Advisory Council.
This parent reports back to the PTSA (Parent/Teacher/
Student Association) and presents the association's
recommendations to the council.
On another administrative issue, the principal and
his staff have a practice of communicating the school's
philosophy, goals and objectives to the school community.
They have devised a variety of ways to communicate with
these constituents.

The principal remarked:

We have a lot of support at all activities
by parents.
We have a very strong PTSA,
Boosters• Club and School Site Council.
There were more than one thousand persons
at Back to School Night.
We have a school
newspaper that goes home five times per
year.
One of our goals is to mention as
many names as possible - names of students,
teachers and parents who are involved, as
means of informing parents of programs
taking place here.
The parents support a variety of activities at School
1 that provide students the opportunities to become
involved in competitive activities.

The principal named

some of these activities:
A decathlon, a speech program between
classes, awards given at rallies such as,
which class got the most spirit, to
class competition for PTSA membership, to
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floats for homecoming ••. (The biggest parade
this side of Pasadena!)
Usually cash
awards are given so kids can put this in
their treasury (Principal 1 s Interview,
10/17/84).
2.2

Student Management
At School 1, the principal and his administrators

employ the practice or regularly monitoring student
attendance.

They monitor the attendance policy with the

aid of an in-house computer system which enables them to
keep the parents informed about the students• attendance
patterns on a daily basis.
The principal 1 s comment that there is good student
attendance at School 1,

is in agreement with the

information received from the attendance clerk.
stated,

"Based on a student enrollment of 2200,

She
there are

approximately 600 to 700 period absences each day which
include students who are absent for one or more periods.
We are able to clear three-fourth•s or more of the
absences each day" (Personal Interview,

10/17 /84).

Student mobility is not a problem at School 1.

The

school is located in an established middle-class
neighborhood, and has not witnessed an unusual entrance or
exit of families.

Actually,

the principal reports that

parents and students are always trying to enroll at School
1.

He stated,

"We have a lot of kids cheating and their
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parents lying to try to get them into this school.

We

turn a lot of people away and we have a lot of people
falsifying

information"

(Principal's Interview,

10/17/84).

According to a parent who works at School l, school
functions are now represented by members of all ethnic
groups.

However, this was not always the case.

During

her six years at School 1, she has witnessed a steady
growth in school spirit and cohesiveness.

She stated:

When I first walked into the hallowed wall
of (School 1) there was a disappointment.
Something was lacking.
I had not been in
a high school setting since I graduated.
I had been involved with elementary and
junior high settings.
I was a cheerleader
in my high school days, and as I walked
in and observed, somehow or another
something was missing.
I could not
pinpoint it.
Somehow or another, the
dedication, the love for the school, all
of this was missing. This was the 3rd
year of School 1, it opened in 1976.
So
it was in its · 3rd year of existence.
I
said, lets give this school a fair shake.
After all it was a baby school yet.
Things had not been formed.
So after
working here for 2 to 3 weeks, it got
the best of me.
So I approached the
prin~ipal and said that there is
something really bothering me regarding
the football games and just the natural
feeling of (School 1). I said, you
know there is a lack of spirit- lack
of dedication for the school. •. At this
time I applied for Spirit Girls.
That
program needed a lot of re-doing ••• So
I said let's concentrate on school
spirit.
There is not anything that
we call a tradition.
(I suggested
starting a traditional game between
School 1 and its rival school and I
received the principal's full support.
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I asked the principal to give me
three years to produce a top notched
spirit program.
By the end of my 3rd year,
other students had begun to get involved.).
Whatever the needs of the students are we
try to recognize and develop.
We feel that
all students are not alike and their
interest are not alike ••• This is why we
have done so well at (School 1).
Another
thing here is unity.
We try to involve
everybody.
For example, during homecoming
everybody participates (Personal Interview,
5/17/84).
As a result of being involved in the life of the
school,

the students are honored with academic and

athletic awards throughout the year.

These awards are

given to the students rather than displaying them at the
school.
The principal at School 1 felt that there is cohesion
among the administrators; the staff has some influence on
decisions that affect them; and that the school has a
positive, good and healthy climate.

"The school climate

continues to be good, despite the recognized weaknesses"
he said.

For example, the school is overcrowed; it lacks

proper maintenance; and there are not enough teacher desks
and file cabinets.
factors,

All of these are stress producing

but the majority of the staff, students, and

parents continues to remain positive by focusing on the
school's strengths.
On other administrative practices, the staff and the
principal agree that the school is clean and is a safe
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place to work.

There is also an absence of graffiti,

acts of vandalism have been minimal.

and

In response to the

question about the presence of graffiti and vandalism, the
principal replied:
We don't have any graffiti.
We get rid of
that right away.
Vandalism, we've had a
few broken windows. We had a guy shoot a
hole in one with a rifle. This was a
former student who was a little psychotic.
We have not had any intentional vandalism.
We have had a few incidences, but they
usually come and report it. We had one kid
who broke a window out front, but he came
and reported it.
It was accidental.
So
vandalism is minimal.
The only thing, on week-ends, we've had
some cars driving on the lawn. Also every
Monday we have to pick up a few beer cans
that accumulate over the week-end.
That's
about the worse things (Principal's
Interview, 10/17/84).
The following table depicts the effective and limited
effective administrative policies and practices at School
1.

Some of these items · were highlighted in the summary of

the school's profile.
Table 22 - Areas of Administrative Effectiveness and
Limited Effectiveness by Question and
Character1st1c as Perceived by Staff School 1

Effectiveness
Q2
Qll Q20 Q22 -

Class cutting
Clean school building
Student attendance
Principal's rapport with
students

Limited Effectiveness
QlO
Ql9

Students/
positions of
responsibility
Staff input
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Table 22 continued
Q24 -

Provisions for professional
growth
Safe environment
Shared decision-making
Student mobility

Q27 Q29 Q30 -

---------------------------------------------------------In summary,

the principal at School 1 employes a

practice of shared decision-making in a variety

of ways.

He does this by organizing his work day around the same
team-building focus that he uses with his administrators,
by including and communicating with all role groups within
the school, and by allotting school time during the year
for the staff to become involved in team curriculum review
and

planning.
It is clear that the principal at School 1 follows

through on his commitments by endeavoring to involve
everyone in the life of the school.

In doing so,

he

utilizes his administrative leadership in maintaining and
improving the quality of educational services at the
school.
The principal and his administrators employ a
practice of planning team-building activities during the
year and find it very helpful to socialize on a regular
basis.

Through this involvement in team-building

activities, the principal and his administrators have

140

developed into a very cohesive group.
The administrators at School 1 have also devised a
variety of practices for communicating with the parents
and the community in general.

For example,

the school's

newsletter regularly informs the parents of the activities
of the school; and the parents are provided opportunities
to become aware of the activities of the school via
participation as members of the School Improvement
Council,

Principal's Advisory Council,

athletic Boosters' Clubs;

and the band and

and they are able to receive

information regarding the school by attending the two
yearly Parent Conference Days . and Back to School Night.
The staff does not fully agree on · two of the
practices (student school responsibility and principal
consultation) in this area.

The disagreement is by the

number of years on the job, and by degree held.
example,

For

33.3% of those who have been at the school for 11

or more years, felt that students do not have positions of
responsibility for student activities,
property.

Secondly,

conduct, and school

28.6% of the respondents with

bachelor degrees feel that the principal does not seek
ideas and suggestions from the staff.
In both instances the majority of the staff (66.7%
of those who have been at the school for 11 or more years,
and 71.4% of the respondents with bachelor degrees),

felt
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positive about these practices.

However,

these concerns

are real even though they are the perceptions of a small
number of staff members.

Since these issues are not

considered totally effective by School l's staff,

it is

possible that the principal has not had the opportunity to
hear these concerns verbalized.
Table 23 depicts the effective and limited effective
social and multicultural policies and practices as
perceived by the staff at School 1.

The following

discussion will amplify some of the characteristics of the
table.
3.0

Portrait of Social and Multicultural Effectiveness
The principal describes School 1 as a very social

school.

He explained:

kids get along.
with.

They are an enjoyable group of kids to be

I think we have a very neat, positive, academic,

and athletic school",
3.1

"I'm impressed with the way the

he said.

School Climate/Cohesiveness
The principal at School 1 has a practice of being

very low key in the use of authority.

Instead,

he uses

his skills to develop an orderly and relatively quiet
school environment.
The school climate continues to be good despite the
recognized weaknesses of the school.

For example, the
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school is overcrowed,
services,
cabinets.

it lacks proper maintenance

and there are not enough teacher desks and file
All of these are stress producing factors

according to the principal.

However, the majority of the

staff, students, and parents continue to remain positive
by focusing on the strengths of the school.

They are

proud to have an attractive physical plant in spite of the
shortage of maintenance services.

In addition,

proud of their school's supportive parents;

they are

professional

and positive staff; and their academic and athletic
school.

"The staff,

students,

and parents think highly of

the school", stated the principal.

He continued:

One of our indicators is that we have a
survey we do on conferences.
Ninety-five
percent of the parents come to conferences.
Of those 87% of students thought
conferences were good, and 82% of the staff
thought conferences were good.
Now that's
not an indicator of what they think of
(School 1), but it's kind of a culminating
event for advisory.
Well, here's another indicator (as stated
earlier).
We have a lot of kids cheating
and their parents lying to try to get them
into this school (Principal's Interview,
10/17/84).
A student supported the principal's perception when
he commented,

"This school is too good to get kicked

out" (Personal Interview,

5/17/84).

In addition,

a

parent who is employed at School 1, spoke of the support
she received from the administrators:
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One thing that is so fortunate at (School
1) is that the administrators are really
neat, neat people.
They are for allowing
you to venture into something that is
constructive.
They are always backing you
up.
So it makes it very easy to be really
excited here (Personal Interview, 5/17 I 84).
3.2

Social Development/Parent & Student Involvement
With the exception of a group of six Hispanic

students who regularly frequent the smoking area,

there

are not any student racial groups on the campus.

The

principal explained:
They are middle class first of all, so they
are in the leadership program, they are
cheerleaders.
They are involved in almost
everything.
I think they don't group out,
they don't isolate themselves.
I spend quite a bit of time talking with
the six (Hispanic) kids every time I go
through the smoking area.
When they see me
coming, they grin.
I try to encourage them
to get involved in activities, but they
dress on purpose and that's their group.
I
am not going to disturb them because they
are not causing any problems (Principal's
Interview, 10/17/84).
3.3

Visibility of Principal
At School 1, both the principal and the staff

consider high
practice.

visibility as an important administrative

The principal stated:

I've always believed strongly that a
principal has to be visible and have a high
profile for a lot of reasons.
To teachers
feeling comfortable because they know you
are there, and kids know you are there, and
just being on top of things.
It gives you
a real good opportunity to assess what
teachers are doing in the classroom, what
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kids are doing in the classroom, who kids
are.
When there is a problem, one can find
out what the problem is with less effort
and without pandemonium (Principal's
Interview, 10/17/84).
A staff member attested to the principal's comment by
stating:
"This is a pleasant school in which both
staff members and students can feel pride,
understanding and achievement.
The
administrators are more visible and have
more direct contact with students than at
any other school in which I have worked.
As a teacher, I appreciate that kind of
visible support" (Staff questionnaire #4,
School 1).
The following tables 1 depicts the effective and
limited effective social and multicultural practices at
School 1.
summ~ry

Some of these items are highlighted in the

of the school's profile.

Table 23 - Areas of Social and Multicultural Effectiveness
and Limited Effectiveness by Question and
Character1stic as Perceived by Staff - School 1

Social
Effectiveness
Ql
QS
Q9
Ql3 Ql7 -

Limited Effectiveness

Influence over decisions
Q4
Cooperative and supportive
teachers
Positive feedback from staff
Cohesiveness in school
Positive school climate

Pride in school
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Table 23 continued
Multicultural
Effectiveness

Limited Effectiveness

Ql4 - Equal representation of
ethnic groups
Q23 - Curriculum tracks and
ethnic enrollment
Q31 - Ethnic minorities and
school attendance
Q35 - Ethnic representation
Q38 - Parent groups/ethnic
composition

In summary,

Q3
Q26 -

Required classes
are integrated
Student cohesion

the principal of School 1 follows a

practice of maintaining a safe, quiet and pleasant school
climate.

He does this by encouraging the staff,

students,

and parents to exercise their talent of creativity, by
maintaining a high level of personal contact with the
students and encouraging them to become involved in
student activities.

In addition,

he does this by

exemplifying high visible support of all the groups in the
school.
The staff at School 1 feels that the school is 83%
effective in dealing with the social practices and is 71%
effective in dealing with the multicultural practices.
The staff's perceptions are in full agreement with the
principal's comments in the social area.

Since School 1

was in the process of revising its School Improvement Plan
at the time of the principal's interview,

the principal
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was unable to elaborate on the school's plan to promote
cultural pluralism.
The principal's policies and practices at School 1
have enabled him to demonstrate effectiveness in dealing
with the following issues:

(1) The principal has been

able to maintain a safe, clean and pleasant school
climate;

(2) the students are very social and get along

very well;

(3) the school excels academically,

and athletically;

socially

(4) both the staff and the parents are

cooperative and supportive;

and (5) the principal is

highly visible on the campus, within the classrooms and at
extra-curricular

activities.

Although the staff is in agreement with the principal
on most of the social and multicultural practices,

they

have concerns on one of the issues in the social area and
on two in the multicultural area.

Disagreement on the

social issues is associated with the kind of degree held,
and disagreement on the multicultural issues is associated
with the kind of by degree held and ethnicity.
In the social area,

57.1% of those with bachelor

degrees felt that students and staff are not proud of
their school; and in the multicultural area,

42.8% of

those with bachelor degrees felt that required classes are
not

integr~ted

and felt that hostility exists between the
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students.

The single Hispanic teacher is undecided on this

practice.
Despite the fact that the majority of the staff at
School 1 felt positively about the above practices,

the

minority staff concerns need to be addressed by School 1.
Since one of the issues in the social area differs
according to ethnicity,

the school's ability to achieve

total effectiveness on this practice is clearly limited
because the Black and Hispanic respondents do not judge
racial tolerance at School 1 from the same point of view
as that of the principal and the majority of the staff.
Perhaps these individuals are feeling alienated,

but have

not taken the opportunity to communicate their concerns to
the principal.

Regardless of the reason(s),

these

concerns need to be addressed at School 1.
School 2's Profile
School 2 is a comprehensive high school that serves
students in grades 9-12.

It has an instructional

structure of 12 departments and is managed by five
administrators (one principal, 2 deans, and two viceprincipals).

The school has a population of approximately

2100 students of which appro xi rna tel y 9.1% are Black,
are Asian,

17.8% are Hispanic,

Native American,

9.6% are Filipino,

and 51.7% are White.

10.2%

1.5% are

In addition, School

2 has a staff consisting of 88 certificated members of
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whom approximately 4.0% are Asian,

7.0% are Hispanic,

3.0%

are Black, and 85% are White; and 42 classified members of
whom approximately 22% are Hispanic and 78% are White.
The school climate has been described as being a
stressful one since the teachers have been regularly
assigned classes larger than those in other high school in
surrounding school districts.

However,

the staff has been

able to remain positive and cohesive because of the mutual
respect they have for each other.
School 2 is in full agreement on 27 of the 40
questionnaire items,

or 67.5%.

According to the criteria

used to judge school effectiveness among the three
schools,

School 2 rated second in terms of its staff's

perceptions.
As with School 1, the interview comments of the
principal will be analyzed and compared with his staff's
perceptions.

In addition, comments of students and

parents will be used as supporting data.
According to the two background factors (parent
education index and AFDC) that were used to compute the
comparison score bands for the Survey of Basic Skills;
Grade 12, School 2 has an average socioeconomic index of
2.99 and an average AFDC percentage of 6.86 for the years
of 1980-1981, 1981-1982, and 1982-1983.

This data means

that School 2's parents represent those who have either
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graduated from high school, have had some college, or have
graduated from a four-year college; and a larger number of
students who come from economically disadvantaged homes
when compared to School 1.
Table 24 depicts the effective and limited effective
instructional policies and practices as perceived by the
staff at School 2.

The following discussion will amplify

some of the characteristics in the table.
1.0

Portrait of Instructional Effectiveness
The principal of School 2 follows a practice of

serving as its instructional leader.

He accomplishes this

by making frequent classroom observations and by requiring
that all teachers actively use the clinical teaching
model.

Furthermore, he encourages the group process of

curriculum planning and development, evaluates the
curriculum on a regular basis, and makes himself
accessible to the staff,

students, and parents.

regards to his accessibility,

In

the principal states,

"I

usually work in the office and talk with anybody who stops
by with a problem or situation that is critical"
(Principal's Interview,

School

2, 11/2/84). ·

The principal's major goal is to maintain an
instructionally effective climate and to assure that the
full 52 minutes of allocated time is spent on instruction.
The principal stated,

"Curriculum and instruction is the
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area I deal with primarily ••• I feel that it is a big
responsibility.

I feel I should help.

We (he and the

Director of Curriculum and Instruction) work in tandem."
He feels that he does curriculum and instruction very well
because he operates on a philosophy that motivates him to
"organize and plan well"
1.1

(Principal's Interview,

11/2/84).

Accessibility of Principal
The principal follows a practice of reserving time

during the morning for returning his telephone calls.

"I

usually make eight to ten calls in the morning to catch up
with parent calls", he remarked.

He considers this as an

important service to parents and the community in general
(Principal's

Interview,

11/2/84).

During period one through break, or more generally
through period three,

when he is not doing informal

classroom observations, the principal has a practice of
handling specific problems such as analyzing test results.
His day is further complicated by activities during 5th
period 1 unch.

He explained,

1 unch (juniors and seniors).
available.

I try to make myself

Most of the kids are well behaved.

percent go somewhere.
(Principal's

"5th period is our squi rrely

Interview,

Sixty

Forty percent hang around"
11/2/84).
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1.2

Curriculum Planning & Instruction
According to the principal, curriculum development is

a group process and involves the school,
the community.

the district,

and

He explains this practice as follows:

Curriculum suggestions can come from any
level.
There are two types of development.
First, the district has a K-12 curriculum
with certain standards in each course.
For
example, Language Arts have certain
standards, . etc •• If a change is desired, it
can come from any level. If the change is
made, it can be instituted at the school
level without Board approval.
The school
orders curriculum materials, has inservice
workshops, etcetra to institute the change.
Secondly, if its a complete new course, it
goes through the same process, but it goes
beyond here (a variety of groups - policy
council, the Board, back . to the policy
council, etc.).
It finally gets to the
district level.
It takes a long time
to get to the Board.
Some courses do not
go through the process.
If it is not a
controversial course, or something out of
the ordinary, we just add the course
(Principal's Interview, 11/2/84).
Currently,

the math and Language Arts programs are

considered the strongest curriculum programs at School 2.
With some reservations on the part of the principal,

the

Foreign Language program was added to this category.

He

emphasized:
I think we are in good shape in many other
departments. We may not be at or above
other districts, but we are very solid in
Business, Industrial Arts, Physical
Education, Home Economics, and Science.
Social Studies is our weakest area. Mainly
due to lack of leadership and coaching
(Principal's Interview, School 2, 11/2/84).
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Even though mathematics is one of the strongest
programs at School 2, its curriculum is evaluated on a
regular

basis.

We evaluated the math program after three
years, and I feel that the only area that
we have some loopholes is in the area of
higher math. This area will be addressed
next year. So next year we will have an
Analytical Geometry course and a calculus
course (Principal's Interview, School 2,
ll/2/84).
School 2 now requires that each student completes 20
credits in mathematics.

When the principal began his term

three years ago, the policy was already in place, but it
was modified.

The principal explained:

What we did was to build on the existing
policy.
We developed a 4~year plan.
The
plan says that given teacher
recommendation, CAP scores, student
motivation, etcetra, the student will be
placed in a spectrum.
Presently the
spectrum can meander all over the place.
There is an applied program. Most of the
students will get through the program. For
example, Business has an applied program,
and Industrial Arts has one.
All of the
programs must have a minimum of algebraic
concepts, and word problem solving
concepts. Some have accounting, and some
have geometry (Principal's Interview,
School 2, 11/2/84).
In addition to meeting the needs of students via the
applied programs, the principal is also concerned about
the college preparatory student.

He stated,

"We have to

deal with the college prep student who kind of falls apart
somewhere" (Principal's Interview,

11/2/84).

For example,
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the upgrading of the mathematics curriculum is being done
to help meet these students' needs.
To enhance curriculum instruction, School 2 has a
policy that discourages class tardies.

The principal

described how it works:
We have a general lock up policy when the
bell rings.
Those students who are tardy
go to the Tardy Center (on campus) and they
stay there for the period.
It is not
considered a cut, we just don't want them
disturbing the class.
So they are allowed
to make up what they miss.
They generally
understand this.
We don't penalize them ••
Normally, there is a legitimate excuse.
If
the excuse is illegitimate, we will give
them something to do.
If Mr.
, the
administrator in the Tardy Center, is
there, he will decide what they do. Our
statistics have been favorable.
Our tardy
rate is below .05 percent.
Our first
period is the worst (Principal's Interview,
School 2, 5/16/84).
The writer observed this policy in action at School 2
on May 16, 1984.

At 12:58 P.M., a group of students were

observed picking up paper.
doing,

When asked what they were

a female student replied,

"This is the chain gang

students who are in trouble today."

When asked if she

considered the "chain gang" a good or bad duty,
"It depends on what has to be picked up"
Interview,

she said,

(Student

School 2, 5/16/84).

The dean in charge of the Tardy Center feels very
positive about his job.

He enthusiastically stated:
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My role as dean is a positive one relating
to scholastic participation and discipline
in the school. This has been my most
enjoyable year in the district (5 years),
because in the past as V.P., I did not have
an in-house suspension program as I do here
(Personal Interview, School 2, 5/16/84).
School 2 follows a homework policy that was formulated by
the school district.

When asked about the homework

policy, the principal replied:
It's a district policy.
A minimum of 1/2
hours per day in academic classes.
But it
does not have to be day to day.
It can
vary.
It's a minimum.
My kid goes here,
and he spends a minimum of 2-4 hours per
. night on homework. He probably averages 23 hours per day (Principal's Interview,
11/2/84).
1.3

Instructional Goals and Strategies
The principal's practices regarding instruction

motivate some of his daily activities.

For example, he

places a major focus on classroom observations.

"From

first period through break, or more generally third
period, I may do informal classroom observations.
and seventh,

I do informal observations.

Sixth

During any

typical day there are always pre and post observational
conferences"

( Principal's Interview,

11/2/84 ).

When asked what are his instructional goals,
principal replied.

the

"our goal is that instruction takes

place on this campus.

What we say we are about is

actually what we are about.

Secondly, we maintain a true
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instructional program.
student.

Thirdly,

time is utilized"

High expectations for every

that the full 52 minutes of allotted
(Principal's Interview,

11/2/84).

"The direct instructional model has been used and
disseminated by this district," he further stated.
the staff uses it.

"So

We require that our teachers follow it

on a daily basis and that we can come in at anytime and
observe something from the model taking place"
(Principal's

Interview,

11/2/84).

Although the teachers are required to have a daily
activity,

a closure activity,

and a daily objective,

principal realizes that "at the high school level,
classes pertain to this model."

the

not all

He continues:

About 65% of our classes are directly
instructed. Most teachers are familiar
with the basic plan.
You never reach your
goal. We know that some of our teachers
"birdwalk" all over the place.
However,
most of the time I can find that they are
teaching to an objective (Principal's
Interview, 11/2/84).
The following table depicts the effective and limited
effective instructional policies and practices as
perceived by the staff at School 2.

Some of these items

were highlighted in the summary of the school's profile.
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Table 24 - Area of Instructional Effectiveness and Limited
Effectiveness by Question and Characteristi c
as Perceived by the Staff - School 2

Q8
Ql2 Ql5 Q21
Q25
Q28
Q33
Q36

-

Q37 Q39 -

Effectiveness

Limited Effectivness

Reprimands/class
disruptions
Accessibility of
principal
Test results/instructional
changes
Student classroom responses
Academic promotion
Classroom preparation
Learning environment
Student attitude/academic
achievement
Instruction:
External
disruptions
Acquisition of basic skills

Q6 Q7 Ql6Ql8 Q32 Q34 Q40 -

In summary,

Expectations/
high school
completion
Discussion of
instructional
issues
High academic
expectations
Time on task/
basic skills
Student
retention
Expectations/
High school
completion
Lesson
planning

the principal at School 2 follows a

practice of serving as its instructional leader.
accomplishes this in a variety of ways.

He

For example, he

spends the majority of his time on instructional related
items,

he promotes an environment that provides the

students opportunities to learn, and he holds the entire
teaching staff accountable for maintaining a viable
instructional program.
A major focus is placed on providing opportunities
for all students to master the basic skills of reading,

157

writing, and mathemetics.

In addition,

the entire

curriculum is regularly reviewed to meet the instructional
needs of all of the students.
In following other administrative practices,

the

principal spends much of his time making formal and
informal classroom observations.

He uses the clinical

teaching model for the evaluation of his teachers and
requires that they follow it on a daily basis.

Moreover,

he follows the practice of making himself available to the
staff for the discussion of instructional and/or personal
concerns.

In addition,

he monitors the district's

homework policy and supports the instructional program by
strictly enforcing a tardy policy that has been designed
to minimize classroom interruptions.
In some areas the principal's policies and practices
are less effective.

For example, a portion of the staff

(41.7% of those with master degrees) feel that the
principal does not regularly bring instructional issues to
them for discussion; all of the responding counselors and
93.8% of the responding teachers felt that the principal
does not require and regularly review lesson plans; and
47.1% of the responding teachers felt that basic skills
instructional time is sometimes interrupted.
The above practices are clearly areas of
dissatisfaction as perceived by some of the staff.

The
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desire of the teachers with Master degrees to regularly
discuss instructional issues with the principal, could
indicate a desire to keep abreast with current
developments in this area;

the teachers' desire to have

their lesson plans regularly reviewed, could indicate a
need for more recognition of their planning and
instructional strategies; and the teachers who indicate
that basic skills instruction is sometimes interrupted
could be operating from an absolute notion concerning this
issue, or they could be indicating that these classes
should be scheduled during less active peiiods.
Table 25 depicts the effective and limited effective
administrative policies and practices as perceived by the
staff at School 2.

The following discussion will amplify

some of the characteristics of the table.
2.0

Portrait of Administrative Effectiveness
To keep abreast with the writing that is associated

with school administration (i.e.,
district reports,

classroom observations,

and home/school communications) the

principal at School 2 has a practice of trying to reserve
time for this process on a daily basis.

He stated:

Fourth period, that's my hour to write.
I
try to write two to three times each day if
I can ••• Normally, about 5:00 P.M., on a
non-evening day, things usually settle
down and I try to get out.
I can even do
some of my writing.
I allow myself from
8:00-10:00 P.M. for school work
(Principal's Interview, 11/2/84).
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2.1

Shared Decision-Making Strategies
At School 2 policy formulation is usually a practice

of collective decision-making.

However, at times it

becomes necessary for the administrators to make a
unilateral decision.

For example, the policy which

requires that teachers make at least four telephone calls
to parents,

was instituted in this manner.

The principal described the evolution of the policy:
Last year the big talk was about the need
for more parent contacts.
The staff did
not like that, so we made an administrative
decision that this would be done. Now this
program requires documentation by the
teachers.
At least 4 documentations per
grading period.
The secretary monitors
this.
We have taken the attendance calls
out of their hands.
They are now done by
our in-house computer.
So we are now
looking for more parent calls. We have
some teachers who have made few and others
have made many.
I feel that most teachers
are afraid of or intimidated by parents.
Therefore, they are afraid to make calls
(Principal's Interview, 11/2/84).
In addition to enforcing the parent calling policy,
the principal also plans to increase his parent contacts:
We have a lot of things planned.
This is a
serious goal for this year.
There are
about 10 parent meetings that will occur
during the course of the year ••• All but one
are for specific things.
We will meet
every aspect of the population during these
meetings. We are starting to get
volunteers now.
Many are coming with time
to spare (Interview, 11/2/84).
Fortunately, the principal and his administrators do
not have to make unilateral decisions on a regular basis.
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As a rule,

they encourage the staff to participate in the

decision-making process via their regular staff meetings
which are held 4-6 times per year.
are scheduled,

Four of these meetings

and the other two are scheduled as needed.

The principal explained how he and his staff work together:
Because we have been together for so long,
program to program has been developed with
everybody in mind.
We don't want to lose
the process through change.
So unless
people are dissatisfied, we try to build
what we have rather than try to re-invent
the wheel. Because we have been rather
stable since we got here, the process of
change takes place at the end of the year.
We brainstorm, generate a list and then
generate an action plan.
We present these
plans and we vote.
If they don't like it,
we throw it out (Principal's Interview,
11/2/84).
2.2

Student Management
At School 2, the principal and his administrators

have been successful in managing a well communicated
discipline and attendance policy.

The administrators are

strong disciplinarians and the discipline and attendance
policy is viewed in terms of a learning tool rather than
one for punishment.
Presently,

the principal does not have anything to do

with plant management or discipline.

He explained:

I took it as a
I used to do all that.
learning stage.
When I first got here in
June, 1981, I had taught before, but I had
no idea how to run a school. •. I took it all
on and learned from it.
As I felt
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comfortable and understood it, I delegated
it out. The ultimate thrust was to learn
what I was doing and to maintain curriculum
and instruction.
It needed up-grading, and
I have upgraded it week by week, month by
month.
(Principal's Interview 11/2/84)
The campus is closed to ninth and tenth graders and
is open to 11th and 12th-graders at School 2.

The

rationale for this open/closed campus policy was not
discussed during the principal's interview,

but one

administrator felt that it is a "nonsense" policy
(Anecdotal notes,

School 2,

5/16/84).

Furthermore, when a group of freshmen and sophomore
students were questioned about the closed campus policy,
one student said,

"I wish there was a longer lunch hour,

and that we could leave the campus during lunch."

The

others supported her comment.
The Tardy Center is managed by one of the deans.
This center was established to serve three purposes:

(1)

to house students who are tardy to class, or who have been
removed from a class due to excessive unexcused absences;
(2)

to house those students who commit infractions that

require one to five days suspension,

and (3)

to function

as a detention center after school.
The practice of the principal and his administrators
is to systematically enforce the school's discipline and
attendance pol ic·y.

The principal explained how it works:
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Because we have a basic policy around here
regarding discipline and attendance, we
have a 24 hour turn around on anything.
We
handle all of our discipline and attendance
right on this campus. We do not send
anyone off this campus for anything other
than the seven felony charges or those
people with expulsions.
We assign them
to the Detention (Tardy) Center.
The main
thing is the Average Daily Attendance (ADA)
we save. So in order to maintain that kind
of campus, you need manpower.
We have been
pretty fortunate.
We don't have a lot of
problems here (Principal's Interview,
School 2, 11/2/84).
Related to the school's discipline and attendance
This

policy is a policy governing class attendance.

policy states that if a student accumulates 15 or more
unexcused absences in a class during the semester, the
student is removed from that class and is assigned to the
Tardy Center to study for other classes.

"If he does this

for 3 or more classes, he is furloughed",

said the

principal.

"This is in line with SB 813.

for such a policy,

yet",

SB 813 calls

but our board has not given us one

he added (Principal's Interview,
Prior to being furloughed,

11/2/84).

the student's parents

would have received several telephone calls and two
letters regarding this matter.

The

p~incipal

continued to

explain:
Last year we did this process with about 64
kids ••• The kid can come back the next
semester and try it again.
Of the 64
that left us last year, 40 plus carne back.
Ten went to
{the continuation
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school).
This semester we do not have
anybody on furlough.
So we think that this
is a small percentage that we have
to deal with (Principal's Interview,
11/2/84).
The following table depicts the effective and limited
effective administrative practices as perceived by the
staff at School 2.

Some of these items were highlighted

in the summary of the school's profile.
Table 25 - Areas of Instructional Effectiveness and Limited
Effectiveness by Question and Characteristic
as Perceived by the staff - School 2

INSTRUCTION
Effectiveness
Q8
Ql2
QlS
Q21
Q25
Q28
Q33
Q36

-

Reprimands/class disruptions
Accessibility of principal
Test results/instructional changes
Student Classroom responses
Academic promotion
Classroom preparation
Learning environment
Student attitude/academic
achievement
Q37 - Instruction: external disruptions
Q39 - Acquisition of basic skills

Limited Effectiveness ·
Q6
Q7
Ql6
Ql8
Q34
Q40

In summary,

- Expectations/
high . school
completion
- Discussion of
instructional
issues
- Time on task/
expectations
- Time on task/
basic skills
- Expectations/High
school completion
- Lesson Planning

the principal of School 2 employs the

practices of emphasizing the importance of regular school
attendance, and the importance of communicating student
behavioral standards and expectations.

In addition,

he

usually employs a practice of collective decision making
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in the formulation of policy.

However,

in the interest of

monitoring and enforcing certain policies and practices,
the administrators occassionally find it necessary to make
a unilateral administrative decision.

For example, the

policy that requires teachers to make regular telephone
calls to parents was instituted in this fashion.
At School 2 the principal enforces a closed campus
policy for all ninth and tenth graders.

Although some of

the students and staff do not like the policy,

the school

has not experienced any major problems in enforcing it.
School 2 also monitors its students by consistently
enforcing its discipline and attendance policies.

Most of

the problems that arise in this area are handled through
an on-campus Tardy Center that serves as the location for
in-house suspensions and detentions.

Those students who

do not abide by or adjust to the policy are either dropped
from the school's enrollment, furloughed,
alternative program,

placed in an

or placed on home suspension.

Regarding those issues where the principal's policies
and practices seem to be less effective, the staff is in
disagreement on three of the issues in the administrative
area.

For example, on two items that differ according to

ethnicity,
Whites,

one or 50% of the Asians,

17 or 89.4% of the

and the single American Indian felt that students

do not have positions of responsibility for student
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activities,

conduct and school property;

the single Black;

and both Asians,

10 or 52.6% of the Whites,

and the

single American Indian felt that the school building is
not neat,

clean and comfortable.

Regarding the third

issue, which differs by the number of years the staff
members have worked at the school,

the majority (87.5%) of

the teachers felt that class-cutting is a problem at
School 2.
Among the three practices of concern in the
administrative area, the ones that differ by ethnicity
(#10, students have positions of responsibility for student
activities,

conduct and school property,

and # 11,

the

school building is neat, bright, clean and comfortable),
represent the potential problem areas at School 2.
regards to students having responsible positions,

In
perhaps

these individuals desire to see a wider range of students
participating in the decision-making process of the
school; and in regards to the physical condition of the
building, these individuals probably desire to have a work
place that is more aesthetically appealing, or they could
be indicating a desire for an increase in maintenance
services.
Table 26 depicts the effective and limited effective
social policies and practices as perceived by the staff at
School 2.

The following discussion will amplify some of
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the characteristics of the table.
3.0

Portrait of Social Effectiveness
The principal at School 2 has a practice of

socializing with his staff whenever possible.

He

remarked, "Today, a few teachers are going out for a few
beers, and I am going with them because I have not been
this year" (Personal Interview,
3.1

11/2/84).

School Climate/Cohesiveness
This year, School 2's administrative staff was

restructured to include provisions for improving the
school's climate and for reducing job related stress.
principal explained how this practice evolved:
What we did was this. We went for a
reconfiguration of the administrative staff
given what we felt needed to be done. What
that mean~ was: In order to have a safe
and orderly environment on this campus with
2100 kids, the two people working in that
capacity last year were working a minimum
of 12 hours per day.
They worked every
Saturday and were burned out and completely
distraught by January.
But they did the
job.
So after a lot of soul searching, we
decided to reconfigurate.
Since
was leaving, move
into
•s spot, since he is one of the most
capable people in that area.
Rather than
fill the Activities spot, we created a
double dean role that we didn't have.
One
will do the incipient discipline and
attendance stuff, and the other will handle
the heavy stuff, plus everything else.
What this has done is that we have worked
out something where they are putting in ten

The
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hours per day.
They have their Saturdays
free.
We are human again.
We are not
barking at each other like we did last year
(Personal interview, 11/2/84).
The principal at School 2 follows a practice of using
the reward system (pats on the back, a lot of letter
writing, and Teacher of the Month awards) to help keep his
staff happy.

"In addition,

the Benevolent Society.
non-political",

we have a group here called

We are all part of that.

he remarked.

However,

It's

the principal finds

that trying to keep his staff happy is a difficult one.
He explained why:
By in large, we have people who are very
happy to be here.
They like the place,
they like the kids.
The basic problem on
the staff is that they are under stress.
Our class sizes are the highest. in the
valley ••• Our teachers are doing the job,
but they are way over loaded.
So
consequently, that creates a problem a sensitive one.
One of the best teachers I have on campus
belted a kid the other day.

It was seventh

period and he had had it up to "here".
This guy had not touched a kid in 20 years.
It's stress and stress related.
The principal elaborated further by discussing the
cohesiveness of his staff.

He stated:

The only thing that I feel that keeps
people going and productive, is that they
have a feeling that we are all in this
together.
They all know each other, and
have been together for a long time and they
don't want to lose the mutual respect for
each other.
By in large, they continue to
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come •.• They get the job done.
I think
a lot of it is camaraderie.
That's what
keeps them going (Personal interview,
11/2/84).
A married female teacher who has worked at School 2
for six or more years,
She stated,

supports the principal's comments.

"I have positive feelings about the students,

my fellow teachers, and the administrators of this school.
This is an exciting place in which to teach.
questionnaire #18,

(Staff

School 2).

School 2 also gives rewards to students.
rewards for kids in honor of teachers.
rewards.

These are monetary

These kind of things do not solve the problem.

They are fun,

they get a kick out of them", declared the

principal (Personal
3.2

"We have

interview,

11/2/84).

Social Development/Parent & Student
Involvement
Students at School 2 are provided many opportunities

to become involved in the life of the school.

When asked

about the opportunities for student involvement at School
2, the principal could hardly wait to respond.
gleam in his eyes, he said:
Our basic philosophy is to have something
for everyone.
We had an all school rally
and everybody went. •. We have 26 active
clubs right now.
Some are academic and
some are social. We also have our normal
sports program and ASB (Associated Student
Body)

With a
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program.
Activities at (School 2) are
tops!
Kids train each other at leadership
Camp.
About 75 kids participated last
year.
They would like to do more of this,
but it is expensive.
We also have
Leadership Day in April (Principal's
Interview, 11/2/84).
The curricular offerings also offer opportunities for
student participation.

For example,

the Police Science

class and the Navy ROTC program are popular at School 2.
According to the principal's secretary,

"Students are now

proud to wear the ROTC uniform" (Personal interview,
5/16/84).
The activities at School 2 are represented by a
variety of students.

The principal explained:

There is a real strong cross representation
of kids. At one time you would think that
the active group was the academic type, but
they are not.
We have a lot of girls
becoming officers.
Actually, the entire
junior class is run by Filipinos ••• The
problem is that there are too many kids and
not enough of us.
3.3

Visibility of Principal
The principal at School 2 makes it a practice to be

involved in student activities.

This practice has enabled

the school to maintain high student involvement in
activities that are designed to give them the
opportunities to learn skills that will lead to their
success and sociability.

In addition,

the principal

serves on various committees and spends two to three
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nights at school each week with school related activities.
The following table depicts the effective and limited
effective social practices at School 2.

The practices will

be discussed by comparing the staffs• perceptions with the
pr inc ipal 1 s

comments.

Table 26- Areas of Social Effectiveness and Limited
Effectiveness by Question and Characteristic as Perceived by the Staff - School 2

Social
Effectiveness
Ql - Influence over decisions
Q9 - Positive feedback from staff
Ql3
School cohesiveness
Ql7 - · Positive school climate

In summary,

Limited Effectiveness
Q4

- Pride in
school
Q 5
Cooperative
and supportive
teachers

the principal at School 2 employs a ·

practice of implementing stress reduction strategies.

He

does this by socializing with his staff when possible,

by

providing his administrators with a new structure that
improves their working conditions, and by maintaining a
reward system designed to build staff and student morale.
The principal describes the school climate as a
stressful one for the staff since the teachers have been
regularly assigned the largest class sizes when compared
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to schools in surrounding districts.
stressful condition,

However,

despite the

the principal feels that a sense of

community exists among the staff and among the students,
and that his staff likes the school,

the students,

and are

motivated to keep going due to the mutural feeling of
respect that exists among them.
The practice at School 2 is to offer activities that
meet the needs of all the students.
this philosophy,

As a result of having

the principal has experienced an increase

in student participation that represents a strong cross
representation of all ethnic groups.
Although the principal felt that his staff is
cooperative and supportive,

there are some staff members

who perceived things differently.

For example,

21.4% of

the Whites and the single American Indian respondent felt
that the staff could be more cooperative and supportive,
and the same percentage (21.4%) of the Whites,

50% of the

Asians, and the single American Indian felt that there is
not enough pride at the school.
Although the percentages of dissatisfaction are small
for the above practices,

they are still considered

potential problem areas for School 2.

To a small degree,

some of the staff are feeling alienated despite the
positive perceptions of the principal.

It is clear that

something is happening that has not been brought to the
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principal's attention.
Table 27 depicts the effective and limited effective
multicultural policies and practices as perceived by the
staff at School 2.

The following discussion will amplify

some of the characteristics of the table.
4.0

Portrait of Multicultural Effectiveness
In addition to providing social activities for the

students, School 2 addresses cultural pluralism within its
curriculum in two ways.

The principal explained:

Other than what takes place in the classes
in the affective domain, we have about 200
kids in our ESL (English as a Second
Language) classes.
The word is out in the
community that you learn about the culture
and the language in this class.
We also
have a Hispanic Culture course.
The course
was developed due to the presence of our
Hispanic freshmen.
During the first
semester, I noticed that nothing had been
done curriculum wise to help some of these
students. Almost 22% of our Freshman class
failed two or more courses last year. So I
pulled the transcripts and studied them.

I

found out that somewhere along the line
something was influencing their behavior.
So by the time they got here, they had
fallen apart and therefore were nonproductive.
I felt that trying to attact
it here was way too late, but we decided to
give it a try ••• ! wanted a class that would
offer some academic credits.
The problem
was investigated and found to be statewide. So we got a teacher to teach the
class (Principal's Interview, 11/2/84).
The Hispanic Culture course has not been in existence
long enough for the principal to do an extensive
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evaluation, but he did give the results of a preliminary
evaluation.

He said:

Up to this time, as far as evaluation of
the class, the Sophomore class, who were
the first ones, have not made any
appreciable change. The incoming freshmen
have made remarkable changes.
We are looking at expanding the course.
The superintendent, ••• also wants to expand
the class to other grades ••• Today, this
course is much more viable.
It teaches
culture as well as academic skills
(Personal Interview, 11/2/84).
The following table depicts the effective and limited
effective multicultural practice at School 2.

Some of

these are highlighted in the summary of the school's
profile.
Table 27 - Areas of Multicultural Effectiveness and
Limited Effectiveness by Question and
Character1st1c as Perce1ved by the Staff
School 2

Multicultural

Ql4
Q23
Q26
Q31
Q35
Q38

Effectiveness
- Equal representation of
ethnic groups
-.Curriculum tracks/ethnic
enrollment
- Student cohesiveness
- Ethnic minorities/student
attendance
- Ethnic group representation
- Parent groups/ethnic
composition

Limited Effectiveness
Q3 - Required classes
are integrated
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In summary, all but two of the multicultural
practices above were discussed during the principal's
interview.

Therefore,

the principal and his staff agreed

on the following practices:

(1)

Pictures in school

publications generally reflect the racial and ethnic
composition of the school;
hostility between students;

(2)
(3)

there is little racial
racial and ethnic

minority students are encouraged to remain in school; and
(4)

parent groups reflect the racial and ethnic make-up

of the student population.
One practice (required classes are integrated by
race, gender and ethnicity) does not seem to have been
touched productively by the practices and polices of the
principal.

Although 89.5% of the Whites are in agreement

on this practice,

50% of the Asians are undecided,

and the

single American Indian disagreed with the Whites.
Again,

this disagreement is according to ethnicity.

Maybe these individuals would like to see more minority
students and females enrolled in more advanced levels of
the required classes.

School 3's Profile
School 3 is a comprehensive high school that serves
students in grades 9-12.

It has a departmentalized

structure for planning and instruction and is managed by
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seven administrators (one principal,

two vice-principals,

three assistant principals, and one administrative
assistant).

In addition,

the administrators receive

support from 113 teachers, seven counselors, one
psychologist, one college and scholarship advisor, one
Career Education/Work Experience Coordinator, and one
resource

officer.

Since 1974, the ethnic composition of the school and
community has changed from being 39% minority to 60%.

The

school currently serves a population of approximately 2800
students which consists of approximately 39% Whites,
Black,

25% Hispanic,

Asian/Pacific

0.2% Native American,

14%

and 21.8%

Islander.

School 3 is in full agreement on 24 of the 40
questionnaire items,

or 60%.

According to the criteria

used to judge school effectiveness among the three
schools,

this school rated third in terms of its staff's

perceptions.

As with Schools 1 and, 2 the interview

comments of School 3's principal will be reported
according to the background factors that were used to
compute the comparison score bands for the Survey of Basic
Skills:

Grade 12.

School 3 has an average socioeconomic

index of 2.71 and an average AFDC percentage of 11.3 for
the same three year period.

This data means that School

3's parents represent those individuals who are either
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high school graduates or who have had some college;

and

the school has the highest percentage of students who come
from economically disadvantaged homes among the three
schools.
Table 28 depicts the effective and limited effective
Instructional policies and practices at School 3as
perceived by the staff.

The following discussion will

amplify some of the characteristics in the table.
1.0

Portrait of Instructional Effectiveness
School 3 has received local, state, and national

recognition for its innovative approaches to improving its
instructional program.
leader,

As the school's instructional

the principal follows a practice of employing a

high rate of district support services in his
establish a highly coordinated curriculum.

attempt~

to

The following

discussion will amplify some of the characteristics in the
table.
1.1

Accessibility of Principal
The principal uses the largest portion of his time

with the instructional program,

and he estimates that he

uses approximately 20% of his time with the building
program and approximately 10% of his time with parents.
He remarked:
The largest chunk of my time is with the
instructional program.
Whether it be
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dealing with such things as long-term
planning, or dealing with course offerings
for next year ••• This involves a variety of
things in terms of meeting with
individuals, departments, the district,
etcetra.
Classroom observations are
normally a daily thing. Although some days
I don't do any because of other time
commitments. There are some days
when I will be into 10-15 classrooms.
I probably spend several blocks of time
each day with various aspects of the
building program.
For the past
couple of years, this is something that I
have not had to deal with. This program is
probably not typical of most principals.
I
have assumed the responsibility for
the district and the school.
A lot of
decisions that are being made, even though
they might sound trivial, are ones that
need to be made at the school level
(Personal interview, School 3, 11/2/84).
The principal also maintains an open-door policy at
School 3.

"They know they usually can get me early in the

morning or late afternoon", he said.
1.2

Curriculum Planning & Instruction

The principal's instructional leadership is also
reflected in the organization of the school.

He explained

how this practice supports curriculum planning and
instruction.
We have a departmentalized structure
consisting of ten departments with
department heads and assistant
department heads in larger departments.
The overall responsibility for planning and
instruction is assumed by the VicePrincipal for Curriculum & Evaluation
(Personal interview, School 3, 11/2/84).
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Department heads are seen as the curriculum leaders
within the various departments.

An Instructional Support

Team consisting of six teachers with 2/5 release time,

has

been in existence for a number of years to provide
assistance to individuals or departments in planning and
instruction.

Within each department, teachers who teach

the same courses work as teams to ensure articulation of
materials and content.

For example, a CORE program for

incoming ninth graders who have been identified as having
a high potential for dropping out.

This program is team

taught by Social Science,

and Reading teachers.

English,

"We have been very pleased with the success of this
program",

said the principal (Personal interview,

11/2/84).

At School 3 much attention is given to the practice
of providing opportunities for students to learn the basic
skills or reading, writing and mathematics.

The principal

explained:
Students in need of remediation are
determined by yearly testing of current
students and testing of all incoming
students at the time for enrollment. Based
on this information and teacher input,
counselors schedule students into
appropriate remedial programs (Interview,
11/2/84).

In addition to the remedial programs,
proud of all of its effective programs.

School 3 is

Some of these

programs have steadily grown in numbers, improved in
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quality,

have received local, state, and national

recognitions for their academic effectiveness.

For

example, the Fine Arts programs have grown in numbers and
improved in quality at a time when many Fine Arts programs
are in a state of decline.

"The photography program has

won five first place national awards and a total of 556
awards, and the drama program has grown to a full-time
teaching position since the opening of our new theatre,"
said the principal (Personal Interview,

11/2/84 ).

Secondly, a strong science and technology program
offers a variety of courses for students of all ability
levels.

The principal continues,

through the math department.

"This program is offered

There are five computer

courses in the curriculum, and we are able to provide
computer literacy for all 2800 students, and advanced
experiences for those who wish them" (Personal Interview,
11,

2/84).

Other programs at School 3 such as Special Education,
Gifted and Talented,

and Limited English Proficiency (LEP)

and Non-English Proficient (NEP) are currently meeting a
variety of student instructional needs.

For example,

the

LEP-NEP and the Special £ducation programs are worth
mentioning.

"Our district has been a model in the State

of California for its Special Education program.

It has

been our goal to provide services for all students in need

180

and to do this through the School Resource Team concept",
remarked the principal.

(Personal

interview,

11/2/84).

School 3 has witnessed a great increase of LEP-NEP
students during the past four years.

"Currently,

12% of our population fits into this category.
result,

about

As a

we have developed a comprehensive program for

English as a Second Language which includes 13 different
course offerings",

the principal said (Personal in terv ie w,

11/2/84).
1.3

Instructional Goals & Strategies
The principal at School 3 follows a practice of

providing opportunities for staff development.

The

Instructional Support Team is presently focusing more on
providing inservice opportunities for the staff.

They do

basically a one day staff development with all new
teachers at the beginning of the year before school
starts.

They focus on providing clinical teaching,

peer

supervision, and staff inservice to be delivered to the
entire staff or to a portion of the staff.

Presently,

the

clinical teaching process is used for the evaluation of
teachers.
The instructional goals are based on the
philosophical statements of the district and the school.
According to the principal:
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Each course has a written course of study
which has a set of goals related to the
department's goals and objectives.
The
course goals are related to department
goals and objectives developed by the board
and school's objectives as stated in our
School Improvement Plan (Principal's
Interview, School 3, 11/2/84).
Staff development activities have been planned by the
district's inservice council or as a part of the School
Improvement Plan.

The staff has received inservice

training in the following areas:
(2) teaching strategies:
learning styles:

(1) Clinical teaching:

(3) assertive discipline:

(5) computer literacy:

reading in content areas:

(4)

(6) writing and

(7) first aid: and (8)

legal

aspects of coaching, diagnosing and treating athletic
injuries.
School 3's iristructional program also incorporates
the use of Stanford

~niversity

interns.

The principal

elaborated on this practice:
This gives us flexibility and also gives us
a chance to look at some people. We have
actually hired some of them or others from
Stanford. We also have some student
teachers from the local university. We
probably will have more the second
semester.
It's based on how they
organize their program ••. Most of the
student teachers we've had have been in
Social Sciences.
The others they send
North ( Principal's interview, 11/2/84).
In the past, the weakest link in the instructional
program at School 3 was the Physical Education Department.
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The principal explained how the program
operates today:
We finally did the key thing.
We changed
personnel. So right now and last year, we
do not have a single person teaching P.E.
who had taught P.E. before.
That just
upset a lot of people.
There was a lot of
friction and disagreement over that.
A lot
felt that it was too harsh.
However, these
are the kinds of things that you cannot
discuss openly.
You just point out that
you have been trying for years and years.
Our problem was that we had people who just
did not want to really teach P.E. All they
focused on was explaining why you can't do
it.
Half the tardies in school was due to
P.E.. So we cleaned house ••• They thought
it was unfair to send some of the poor
people back to the classroom or out of the
district.
However, we just totally changed
the program.
Now we have probably as good
of a P.E. program than any place I know of.
Its had · a total effect on the school.
In
fact, the tardies are way down.
Last year,
we cut our tardies by 70% and this was
mainly because we dealt with our problem in
P.E. (Personal Interview, 11/2/84).
School 3 also has a policy which requires that all
students dress in P.E. uniforms during class.

According

to the principal, "The P.E. dress requirement is going
fine."
In addition,

to the principal indicated that the

vocational programs, both Business and Industrial Arts,
are in need of some changes.
The department has concerns because they
have been declining in enrollment.
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It's also a matter of competition.
In terms of competition with other
attractive electives.
Our Fine Arts
Department is on~ of our biggest
departments, and it's all elect i ves ••• both
Business and Industrial Arts have not shown
much initiative or creativity and
therefore, they are basically wiping
themselves out (Principal's Interview,
11/2/84).
The principal further voiced his dissatisfaction with
the Vocational Education program:
Our biggest increase has been in the area
of computers. In most places it would be
in business, but this department did not
want anything to do with them. So our
math department basically did our computer
program including word processing.
We
actually insisted, and we did put computers
in our typing rooms, and they accepted it.
But if we had left it up to our Business
Department, we would not have a single
computer (Principal's Interview, 11/2/84).
School 3 regularly reports students progress to the
parents.

The following methods are currently in use:

Report cards are mailed home every 9

weeks~

( 1)

(2) progress

reports are mailed home every 4 1/2 weeks as needed;

(3)

a policy that requires that teachers make at least three
telephone calls home each week,

is regularly

monitored~

(4) the school resource team's meetings provide parents
direct contact with

staff~

and (5) two open houses are

held each year which provide the opportunity for teachers
to talk directly to parents.
Finally, School 3 requires that the frequency of
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homework for each course be described in the course
catalog.

It is the school's policy that homework be given

at least once a week in every course.

The policy is

reviewed on a regular basis and is adjusted as needed; and
it is monitored through the review of lesson plans and
planning within the departments.
The following table depicts the effective and limited
effective instructional policies and
perceived by the staff at School 3.

practi~es

as

Some of these items

are highlighted in the summary of School 3's profile.
Table 28 - Areas of Instructional Effectiveness and
Limited Effectiveness by Question and
Character1st1c - as Perce1ved by
the Staff - School 3

Instruction
Effectiveness
Q8
QlS
Ql8
Q25
Q28
Q33
Q36
Q39

Limited Effectiveiness

- Reprimands & Classroom
Q6 disruptions
- Test results/instructional
Q7 changes
Time on task/basic skills
- Academic promotion
Ql2- Teacher classroom preparation
- Learning environment good
Ql6- Attitude/student academic
achievement
Q21- Acquisition of basic skills
Q32Q34Q40-

Expectations/high
school completion
Discussion of
instructional
issues
Accessibility of
principal
High academic
expectations
Classroom
responses
Student retention
Expectations/high
school completion
Lesson Planning
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In summary, School 3 has received local, state and
national recognitions for its innovative approaches to
improving instruction.

As the school's instructional

leader, the principal uses the largest portion of his time
with the instructional program.
The principal also makes himself accessible to the
staff.

He maintains an open policy and is available to

the staff early in the morning and late in the afternoon.
For planning and instruction,
on a departmentalized structure.

School 3 is organized
The department heads are

considered the curriculum leaders within the various
departments, but the overall responsibility for planning
and instruction is assumed by the Vice-Principal for
Curriculum and Evaluation.
Meeting the students' instructional needs is a major
focus at School 3.

For example, emphasis has been placed

on pupil acquisition of the basic skills.
The instructional goals are realized via the
incorporation of a number of instructional strategies.
most importance,

Of

the school uses the clinical teaching

model for the evaluation of the teachers; the district and
school support the instructional program by providing a
variety of staff development activities; a group of
Stanford interns are employed to enhance the instructional
program; student progress,

in the forms of report cards,
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telephone calls,

progress reports,

and parent conferences,

is regularly reported to the parents; and a homework
policy is enforced and monitored on a regular basis.
district and school's philosophical statements,

The

goals,

and

objectives serve as the basis for curriculum planning and
instruction.

In addition,

an instructional support team

provides assistance in planning and instruction.
Following are some areas where the policies and
practices at School 3 have not worked so well.

They are

considered as issues of instructional concern at the
school.
Regarding the subject of student expectations,

5.9%

of the Whites and both His.panic respondents feel that half
or fewer of the students can be expected to complete high
school;

33.5% of the teachers and 50% of the

administrators felt that teachers do not hold consistently
high expectations for all students;

and 44.4% of the male

and 66.7% of the female respondents felt that less than
95% of the students can be expected to complete high
school.

On the issue related to low-achieving and low-

income students, 88.9% of the male and 25% of the female
respondents felt that low-achieving students do not answer
questions as often as other students in the classroom; and
75% of the White respondents are undecided while 12.5% of
them disagreed that the number of low-income students
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retained in grade is proportionately equivalent to other
students retained in grades.
another instructional concern.

The role of the principal is
The majority (66.7%) of

the teachers felt that the principal does not regularly
bring instructional issues to the faculty for discussion;
and 46.7% felt that the principal requires and regularly
reviews lesson plans.

Maybe the staff would like to

discuss some instructional issues in a group rather than
in an individual conference setting; and maybe it is not a
regular practice at School 3 to regularly require and
review lesson plans.
Table 29 depicts the effective and limited effective
administrative policies and practices as perceived by the
staff at School 3.

The following discussion will amplify

some of the characteristics of the table.
2.0

Portrait of Administ·rative Effectiveness
School 3 is managed by a principal and six other

administrators.

A group of seven counselors, one

Vocational/Career Education & Work Experience Coordinator,
one psychologist, one College Placement & Scholarship
Advisor, and one school resource officer, provide adjunct
support services.

The principal and administrators at

School 3 follow a practice of maintaining campus control
by communicating a number of "I care" messages to the
students.

The administrators feel that all of their
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policies and practices are designed to help the students
to become responsible citizens.
2.1

Shared Decision-Making Strategy
With the exception of the team planning that occurs

during the curriculum planning and review process,

the

role of the staff in the decision-making process was not
discussed with the principal at School 3.

However, this

topic will be discussed later as one of the staff's
concerns.
2.2

Student Management
School 3 has received local, state, and federal

recognition for its ability to operate a safe school
environment, and its effective policies have been adopted
by some school districts.

In an effort to provide a climate

that is conducive to teaching and learning, School 3 has
implemented a variety of policies over the years.

For

example, an innovative approach in the area of athletics
has been the development of an athletic contract which all
students and their parents are required to sign prior to
participation in sports.

The contract outlines the high

level of expectation of student behavior and performance
in school as a condition of participation in sports.
Violations of the contract results in suspension from
practice or membership on a team for up to 60 days, or for
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the remainder of the year depending on the seriousness of
the infractions.

"The contract is in its second full year

of use and has resulted in much higher standards of
student behavior",
Interview,

explained the principal (Personal

11/2/84).

One of the vice-principals described the disciplinary
procedures as follows:
Our major focus in the area of discipline
has been to clarify expectations for
students and to consistently communicate
"we care" messages by closely monitoring
student behavior and consistently applying
consequences.
Providing for a positive
school environment, especially high quality
classroom instruction, is a key element in
our school's disciplinary process.
For
problems which at one time would have
resulted in home suspensions, we have
developed an in-school study hall which
results in keeping students in the school
under our supevision instead of sending
them home.
(School 3 presently has a
School Resource Officer who is jointly
funded by the local police department and
the district.
This person provides
services to students and staff on campus)
(Personal Interview, 5/21/84 ).
In support of the disciplinary policy, one male
teacher remarked,

"Excellent support in discipline matters.

We have a voice technically in policy.

It rarely seems to

be considered though" (Staff questionnaire #26,

School

3) •

School 3 also maintains a closed campus for all
students.

Students are not permitted to be in the halls
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without a pass and must present an identification card to
a campus monitor when entering and leaving the campus.
"The policy now has the support of most of the parents",
claimed the principal (Personal Interview,

11/2/84).

In support of the closed campus policy, one parent
enthusiastically commented:
I remember when parents were not involved.
Now many are. I became concerned when my
children started to get hurt.
The parents
now support the closed campus. This is
really a time in the children's lives when
they need your support. Maybe some parents
get tired of being involved, but I don't
(Personal Interview, School 3, August 21,
1984).
School 3 considers it very important to monitor
student attendance.

The principal explained:

We still contact parents if a student is
absent.
Anytime a parent does not notify
us before a student is marked absent, we
still notify him/her.
We have pretty much
gotten away from taking notes.
We open
up the switchboard at 6:45 A.M., and we ask
parents to call in before school starts.
We enter this into the computer, so when we
do our first period attendance for those
who have unexcused absences, we start
calling.
At the end of the day, if we have
not contacted those people, we have our
computer call at night.
Students have 48
hours to clear the absence.
After that
it's too late.
They are assigned one hour
of detention for each period absence.
We
are pretty "hard nose" on that ••• Some
parents complain that it's not the
student's fault.
We say that the student
has to assume YOUR responsibility by
spending the 6 hours at school.
Some
parents are unhappy with this, but most
cooperate (Personal Interview, 11/2/84).
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This year,

School 3 instituted a new tardy policy.

According to the school's newspaper,

the new policy is

designed to minimize tardies and affects all students who
are tardy to their first period classes.

These students

are sent to the cafeteria for the remainder of the class
period and are assigned one hour of after school
detention.

However, this policy was not instituted

without some controversy.
One student commented, "The policy does not
distinguish between those who are habitually tardy and
those who very rarely are.

A first offense is punished as

severely as a tenth" (School 3' s Newspaper,
1985,

March 13,

p. 1).

In addition, many teachers are unhappy that the
policy was implemented without a prior discussion among
the faculty,

while others have mixed feelings.

For

example, one teacher said, "I think it surely helps in
reducing tardies.
stated,

Something had to be done."

Another

"I think it's absurd .•. It encourages the students

to stay away" (School Newspaper,

pp. 1-4,

3/13/85).

Although some feel that the new tardy policy will
result in more absences,

it is too soon to tell.

A recent

editorial in the local newspaper supported the principal
in his efforts to reduce class tardies.

It stated:

(The principal) himself says he would
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prefer to have an open campus, and he
admits that the tardy policy is a tough
one.
But his policies have worked, and
they serve as examples to other high
schools in the East Bay that have problems
with truancy, tardiness and class-cutting
(Editorial, Local Newspaper, 6/19/85).
On another administrative issue,

the principal's

comments verify the staff's perception that student
mobility is not a problem at School 3.

This is especially

true when one considers the drop-out rate at School 3.
The principal explained:
There is not an excessive drop-out rate of
any one ethnic group.
In most places where
you have a large minority . population, (it)
tends to represent a disproportionate
number of drop-outs.
In fact, on our CBEDS
(California Basic Educational Data System)
Report this year, we found out that our ·
minority kids represent a high
disproportional level of our enrollment
(Personal Interview, 11/2/84).
The following table below depicts the effective and
limited effective administrative policies practices at
School 3.

Some of these items are highlighted in the

summary of School 3's profile.
Table 29 - Areas of Administrative Effectiveness and
Limited Effectiveness by Question and
Character~st~c - as Perceived by
the Staff - School 3

Administration
Effectiveness
Q2

- Class cutting

Limited Effectiveness
QlO - Students/responsible
positions
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Table 29 continued
Qll - Clean school building
Q27 - Safe environment
Q30 - Student mobility

Ql9 - Staff input
Q20 - Student attendance
Q22 - Principal's rapport
with students
Q24 - Provisions for staff
development
Q29 - Shared decision making.

In summary, in an effort to provide a climate that is
conducive to teaching and learning, School 3 has
implemented a variety of policies over the years.

For

example, the athletic contract that requires the signature
of both the student and parents, has to be on file before
a student is permitted to participate in athletics.

In

addition, the school has been able to maintain an
environment that is conducive to . learning and working by
strictly and consistently enforcing a closed-campus
policy.

A tardy policy was instituted this year to

improve a tardy problem that has been caused by too many
students being tardy to first period.

Futhermore, School

3 regularly monitors student attendance.
There are some areas where the principal's policies
and practices seem to be less effective.

The staff voiced

a dissatisfaction on 60% of the issues in the
administrative area.

This means that these are potential

problem areas at School 3.

For example, despite the
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number of staff development opportunities that are offered
at School 3,

6.3% of the White respondents and 50% of the

teacher respondents felt that the principal does not seek
ideas and suggestions from the staff; and an average of
60% of the teachers felt that important decisions in the
school are not made with representation from students,
facutly,

and administrators.

It is apparent that some of the staff have not been
affected positively by the administrative policies and
practices at School 3.

Perhaps the following comments

indicate that there is a need to improve the staff's
feeling of efficacy at School 3.
One Hispanic teacher who has been working at the
school for 11 or more years, stated,
power in this school.
outside the school."

"Teachers have little

I feel this school is run from
(Staff questionnaire #21,

School 3).

Another White female teacher who has worked at School
3 between six and ten years, stated, "From my
observations, the staff is very proud and pleased with the
students, but feel relatively powerless in any
administrative policies.

Faculty morale has been low due

to the treatment they receive from site and district
administrators"

(Staff questionnaire #4,

School 3).

A White male teacher felt this way:
Hostility exists between administrators and
teachers if disagreement over policies and
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preferential treatment of certain staff
members are questioned. Those that
disagree are branded negative and sometimes
are given less than desirable assignments
and evaluations (Staff questionnaire #17,
School 3).
Table 30 depicts the effective and limited effective
Social policies and practices as perceived by the staff at
School 3.

The following discussion will amplify some of

the characteristics in the table.
3.0

Portrait of Social Effectiveness
The practice of the principal at School 3 has been to

place a considerable amount of attention to expanding and
improving the co-curricular program.

A comprehensive

activity program including an intramural sports program
has been established by developing a close working
relationship between the Associated Student Body and other
groups on the campus.

The types of activities have been

varied and student response to these activities has been
very positive.

For example, attendance at school dances

is averaging 700 students which is up considerably over

past
3.1

years.

School Climate/Cohesiveness
All administrators at School 3 work very hard to
maintain a safe and orderly school environment.

The

principal tHinks that the spirit at School 3 is good.
explained why:

He
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Our feelings are good according to our
indicators.
For example, 4-5 years ago we
used to have our dances in the cafeteria.
It was like an empty barn. We would have
100-125 kids.
At our first dance this
year, we had 900 kids and we will probably
have 900-1000 tonight.
This is with a
"hard nose" policy.
all kids must have
an I.D., and all visitors must be cleared
ahead of time. So we eliminate a lot of
people who would come otherwise. Everyone
is checked carefully.
Being a larger
group, it takes some time.
Once they are
in, if we have to deal with one kid
smoking, that will usually be it. Two
years ago, we could only get about a tenth
of these people.
So there is a growth in
terms of interest in school activities
(Personal Interview, 11/2/84).
In support of the principal, a male Hispanic teacher
remarked,

"the administration in this school is making

advanced efforts to improve the scholastic achievement and
to better the social conditions of the student."
questionnaire #17, School 3).

(Staff

In contrast, a White male

teacher felt that "too much class time is missed due to
extra-curricular activities" (Staff questionnaire #26,
School 3).
Other staff members speak very favorably about School
3's

climate.

One

----- students
teaching them.
at this school"

White
are

female

terrific

teacher
and

I

stated,

very

much

"The
enjoy

There is a positive atmosphere/environment
(Staff questionnaire #7 ).

Another states

likewise, "There is a positive environment conducive to
learning.

The staff is very dedicated and spends a great
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deal of time with students outside the classroom" (Staff
questionnaire #4).
With the exception of trying to increase parent
involvement, the principal at School 3 feels that the
biggest staff concern is the evaluation process.
emphasized,

"It is very thorough,

accountability,

He

and is highly focused on

not just for kids.

Almost everyone

agrees with that, but some of the sta .f f would not like for
that accountability to extend to them"
Interview,
3.2

(Personal

11/2/84).

Social Development/Parent & Student Involvement
The principal's practice regarding student activities

can be assessed based on the number of activities that are
available for students at School 3.

For example,

addition to the school's regular music,

in

sports and

activities programs, all-school assemblies are scheduled
so that all students may attend; voluntary rallies and
assemblies are scheduled, and noontime entertainment and
recreational activities are all available on campus.
addition,

In

the students serve as members of the School Site

Council, Student Curriculum Council, and the Food Service
Advisory Group.
The community also offers means of participation for
the students.

For example, the local police department
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sponsors a police cadet program;
the Leo Club;

the Lion's club sponsors

the Elks' Club sponsors a Student of the

Month program; and the students participate in speech
contests through local service organizations.
The principal felt that there are some pluses and
minuses when questioned about his practice of involving
parents.

He remarked:

It's very difficult to get wide-spread
parent involvement, but we try all things.
We find it very difficult.
But if you look
at other things, like last week-end, we had
over 100 parents who probably put in an
average of 5-8 hours a piece.
Most of
these were through specific groups.
(Band
boosters, athletic boosters, or bingo).
So
in this respect, we have good parent
participation. We had a band show last
Friday that went from 6 to midnight.
some
of those parents were here from 4 to 1:00
P.M..
There were about 45 parents involved
in that alone in terms of working.
We have those that volunteer and run bingo.
In terms of parents being actively involved
in monitoring student progress, we tend to
have those involved that do not need to do

so. Those that need to, don't. So that's
still an area of weakness. We now have, at
times, some different kinds of approaches.
We had some teachers who worked this summer
on a parenting program and we are going
to have our first parenting session at Open
House.
We probably will end up with 12001400 parents, which again, if you really
stop to think about it, it is half of our
potential parents.
But it's still a large
number (Personal Interview, 11/2/84).
3.3

Visibility of Principal
It is the practice of the principal at School 3 to be
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highly visible at all extra-curricular activities.

He

explained why he gives his support as follows:
In terms of time, I tend to go to a lot of school
activities.
I at least go to one game of every
sport.
I try to basically see what various
activities programs are very important.
Especially
when we have a big focus on basic and academic skills.
There has to be a balance.
Although some of the staff
disagree with this, it does not have to be one or the
other.
One does not have to downgrade the extracurricular program in order to have an academic program
and vice versa.
So my position is that you can have
both and you should have both (Personal Interview,
11/2/84).
The following table depicts the effective and limited
effective social policies and practices as perceived by
the staff at School 3.

Some of these items are

highlighted in the summary of the school's profile.

Table 30 - Areas of Social Effectiveness and Limited
Effect1veness by Question and Characteristic
as Perceived by the Staff - School 3

SOCIAL
Effectiveness
Q4
QS

- Pride in school
- Cooperative and supportive
teachers
Ql7 - Positive school climate

In summary,

Limited Effectiveness
Ql

- Influence on
decision-making
Q9 - Positive feedback
from staff
Ql3 - School cohesiveness

the principal at School 3 is concerned
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about the academic as well as the social advancement of
the students.

It is his practice to maintain an

environment that is both academically and socially
appealing.
In fact,

He describes the school spirit as being good.

one teacher felt that "The students are terrific

and enjoys teaching them".

Another felt that "The climate

is positve and is conducive to learning".
In addition to the regular music, sports and
activities program, a variety of student activities are
provided for the students at School 3.

Moreover,

the

students are able to participate in activities that are
sponsored by local community organizations.
Parents are encouraged to become invoived in the
total life of the school.

For example, they serve as band

and athletic boosters and bingo volunteers.

In addition,

the school · has introduced some parent education programs
to help the parents become better parents ana school
supporters.
The principal at School 3 remains visible by
attending a number of school activities.

He feels that

there should be a balance between the academic and extracurricular programs, and he works to make this a reality.
The staff also felt that School 3 needs to reexamine 50% of the social issues.

They could not fully

agree on the issues regarding the decision-making process;
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positive

feedback~

and school cohesiveness.

of decision-making,

On the issue

29.4% of the Whites and 100% of the

Hispanic respondents felt that they do not have influence
on the decisions within the school which directly affect
them~

on the issue of positive feedback,

22.2% of the

males felt that most students do not get positive feedback
from faculty and
cohesiveness,

staff~

and on the issue of school

53.3% of the teachers felt that there is not

a "we" spirit in the school.
The staff's most obvious concern is in the area of
decision-making.

While the school climate has been

described as being good, some of the staff members felt
that they have little or no

con~rol

over the decisions

that affect their work lives.
Table 31 depicts the effective and limited effective
multicultural policies and practices as perceived by the
staff at School 3.

The following discussion will amplify

some of the characteristics in the table.
4.0

Portrait of Multicultural Effectiveness
With the exception of the comments that were

discussed in the social area,

the principal's interview at

School 3 does not contain any specific comments pertaining
to multicultural activities in terms of approaches via the
curriculum.

As with School 1, School 3 mainly addresses
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the multicultural area through its Student Activities
Program.
The following table depicts the effective
multicultural practices at School 3.

It should be noted

that the staff feels that School 3 is 100% effective in
dealing with these practices.

Table 31 - Areas of multicultural Effectiveness and
Limited Effectiveness by Question and
Character~st~c - as Perce~ved by Staff School 3

MULTICULTURAL
Effectiveness
Q3
Ql4
Q23
Q31
Q35
Q38

- Required classes are
integrated
- Equal representation/school
publications
- Curriculum tracks/ethnic
enrollment
- Ethnic minorities/school
attendance
- Representation of ethnic
groups
- Parent groups/ethnic
composition

Limited Effectiveness
NONE

In summary, an examination of Table 31 indicates that
School 3 is 100% effective in dealing with the following
multicultural practices as evidenced by staff comments:
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(1) Required classes are integrated by race,
gender;

ethnicity and

( 2) pictures in school publications generally

reflect the racial and ethnic composition of the school,
and fairly represent both genders;

(3) students from all

racial and ethnic backgrounds are represented in all
curriculum tracks,

including college preparatory;

(4)

racial and ethnic minority students are encouraged to
remain in school;

( 5) there is representation of various

racial and ethnic groups and both sexes in textbooks,
literary materials and films in the school; and (6) parent
groups reflect the racial and ethnic make-up of the
student

population.
Summary

This chapter included within school analyses of the
three principals' interviews.

A uniform description of

each school was presented by using a numerical format as
the organizational framework.

The interviews were

analyzed in terms of each principal's ability to achieve
total effectiveness in the instructional,
social and multicultural areas.
included in each section,

administrative,

In addition,

tables were

and were followed by summary

statements of the most effective and limited effective
issues as perceived by the staff in each major area.
The next chapter will include a comparison of the
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policies and practices of the three principals'
interviews.

The policies and practices of the schools

will be compared and contrasted in terms of their
similarity, differences, uniqueness, and their ability to
achieve instructional, administrative, social,
multicultural effectiveness.

and

Chapter 6
Policies & Practices of School Effectiveness
A Comparison of the Three Schools
This chapter is going to examine policies and
practices of three schools,

in terms of how they impact

the major role groups who are involved in the schools.
The principal is not a focus in this chapter.

This

chapter will focus on the instructional and social
policies and practices associated with each role group.
These two areas seem to be the most logical areas to treat
the school as a social system,

which is an important

perspective in the school effectiveness literature.
The first section will discuss the instructional
policies and practices among the schools.

Briefly,

of the policies and practices are taken together,

if all

they

suggest that the principal's role is to keep everybody
doing their job and to keep the school functioning and
moving along toward its mission.

So all groups, parents,

staff, students and community have a role to play in the
operation of a school.
Instructional Practices & Policies
Instruction deals with viewing the school as an
active functioning social system and making sure that all
elements of it are moving along and working well.
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In
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fact, everybody has a role and everybody has to perform
that role.

So the policies and practices are directed

toward communicating and keeping people involved with what
their jobs are whether they are staff, students, parents,
or community members.
As the leader of the school,

the principal has the

responsibility of setting the instructional climate of the
school.

He uses his administrative skills to get the

students, staff, parents and community involved in the
affairs of the school.

For example,

the principal

believes that all students can learn and ensures that his
teachers provide them with an environment that is
conducive to teaching and learning.

Furthermore, he keeps

his parents regularly informed about the students'
academic progress and encourages them to become active
participants in the students' educational endeavors.

The

section will begin with a discussion of the involvement of

the teacher in the school, and will be followed by a
discussion of the involvement of students and parents.
Teacher Involvement
All three schools encourage the team approach to
curriculum planning, evaluation, and instruction.
1 employs a School-Within-A-School (SWAS) concept.

School
For

decision making and communication purposes, the school's
staff (both certificated and classified) and the students
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are organized into three units.

Within each unit every

student is assigned to an advisor,

and lead teachers serve

as the instructional leaders for the departments.
addition,

In

the unit organization provides opportunities for

total school participation and communication.
Each unit is represented on the principal's advisory
council.

Through this council,

School 1 has devised a way

of keeping all elements or groups of the school in contact
with each other, and the principal has been able to keep
them in contact effectively.

Secondly,

the council

provides an opportunity for these groups to participate in
the formulation of the school's policies and practices.
Hence,

the SWAS concept and the principal's advisory

council enable the principal to employ the basic
characteristics of school effectiveness pervasively and
thoroughly.
It is also apparent that the difference in
effectiveness can be attributed to the basic policies and
practices used in pursuing it.

For example,

at School 1,

the SWAS concept and the principal's advisory council
provide avenues for school-wide communication and
participation.

In contrast,

the departmental structure,

by itself, is not as effective in achieving these results.
The departmental structure is what exists at Schools
2 and 3.

Thus suggesting a major organizational
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difference among the three schools that seems to show up
in the staffs' perceptions of effectiveness.

The major

difference among the schools seems to be attributed to the
SWAS concept.
As with other California schools, the three schools
in this study have been faced with an increase in
graduation requirements.

Consequently,

they have

experienced a growth in some required and elective courses
and a decline in others.

In response to this requirement,

School 2 has developed a four-year plan to enable the
students to meet the four years of mathematics
requirement.

Based on the teacher's recommendation,

student's personal motivation,

each student

~s

the

placed in a

spectrum of courses that have been designed to satisfy the
mathematics requirement.
At School 1,

the

from their advisor.

~tudents

The staff,

receive "timely advice"
students,

and parents

agree that the "timely advice" is needed by students to
insure their success in choosing the right programs,
getting registered in these programs, and in evaluating
the relationship of these programs to career goals and
objectives.
In addition,

as a part of the Advisory Program,

School 1 schedules two informational conference days each
year which provide an opportunity for parents and students
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to meet with the staff to discuss student progress.
During these conference days,

the parents and students are

provided with information regarding test score results,
grades, attendance, and the student's class schedule.
School 3 also employs a number of methods of
reporting student progress.

Furthermore,

it has an

ongoing curriculum review and revision process which
begins each September with a review of the existing course
catalog.

Based upon the input from staff,

students, and

the district, modification of the course catalog and
graduation requirements are adopted by the board in January
for the following year.

Individual courses are updated on

a yearly basis, and the school improvement process is the
main vehicle for ongoing internal review.
The principals at all three schools have made it a
practice to provide opportunities for staff development.
The staffs have been trained in the techniques of clinical
instruction and the model is used as a tool for evaluating
the teachers.

As an evaluative tool,

each school uses the

model to enhance the quality of the staff.

Each principal

endeavors to convince the weak teachers that they should
either consider improving their skills during a given time
period,

find a new position, or consider early

retirement.
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Student Involvement
School 1 is noted for its Advisory Program which is
part of the School-Within-A-School Program.

The Advisory

Program enables the school to provide a chain of
communication and guidance to all of its students.

Each

student has a staff member who serves as an advisor for a
period of four years.

Our ing these four years,

student is given the necessary attention,

the

guidance,

counseling and other supportive services that enhance the
development of a sense of self-worth and belonging.
Likewise, the principal at School 1 discourages
classroom interruptions by encouraging students to be on
time to class.

This practice is especially enforced

following the fifth period lunch.

Students who are tardy

to their classes are assigned to help clean the campus for
the remainder of the period.
At School 2, tardy students are required to remain in
a Tardy Center for the remainder of the period.
policy is enforced throughout the school day,

This

but students

are able to make up the missed classwork at a later time.
Those students who do not have a legitimate excuse for
being tardy are assigned a variety of duties by the dean.
At School 3,

the tardy policy is only enforced during

the first period because this is the problem period.
students who are tardy to their first period class are

Those
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sent to the cafeteria for the remainder of the period, and
are assigned one hour of after-school detention.
The homework policy at the three schools differs
according to the amount required each day or week.

At

School 1, the policy states that every student should be
given homework, and that it should not be given for more
than an hour each night.

At School 2,

the staff follows a

district policy which states that a minimum of one-half
hour of homework be assigned each day in the academic
classes, but variation during the week is permitted.
School 3,

At

the policy states that homework should be given

at least once a week in every course.

In addition,

the

school requires that the homework requirement be described
in the Course Catalog.
On another instructional issue, School 3 strictly
enforces a dress-code requirement for physical education
classes.

One aspect of the policy states that the first

non-suit means five points off the quarter grade.
Schools 1 and 2,

At

the policy only requires that the student

dresses appropriately for each physical education class.
Parent Involvement
Research (Research-Based School Improvement
Practices, 1984, pp. 38-39) shows that parent
participation contributes to school effectiveness and
student achievement.

Research also shows that an
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effective principal places a high priority on keeping
everybody informed regarding school events.

This involves

keeping the parents informed of their children's
educational progress,

and encouraging them to become

involved in the affairs of the school (Research-Based
School Improvement Practices,

pp.

25-27).

One way the school communicates with the parents is
via the telephone.

At School 1,

the principal did not

indicate whether or not his teachers are required to make
a minimum number of telephone calls to parents, but the
teachers do use the telephone as a communicative device as
part of the Advisory Program.
At School 2, the teachers are required to document
four parent telephone calls each grading period.

These

calls are presently monitored by the principal's
secretary.
At School 3, the teachers are required to make three

parent calls each week.

This policy is not a positive one

with some of the teachers,

but the monitoring of the calls

provides the three assistant principals with some
important data when they communicate with the parents.
In summary,

the principals of the three schools

studied employ a variety of policies and practices as the
instructional leader.

They consider the school as a

social system and encourage total school participation in
school affairs.

So in setting the tone of the school,
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they make themselves accessible to the staff to discuss
matters dealing with instruction,
expectations for all students,

maintain high academic

keep the channels of

communication open, and they clearly communicate the
school's goals and objectives to its constituents.
The next section will discuss the policies and
practices employed by the three principals in their
efforts to promote social effectiveness.

Again,

these

policies and practices will emphasize the importance of
the involvement of the various roles groups in the affairs
of the school.
Social Policies & Practices
At School 1,

the entire staff is involved in the

decision-making process.

In contrast, the decision-making

process at School 2 is not as pervasive although the staff
has been working together for a number of years.
School 3,

At

the decision-making process is more. in the

administrative offices, and there seems to be fewer formal
ways for people to communicate.

As a result, effective

communication may be more informal with a tendency to
eliminate or exclude certain people.
Furthermore, Schools 2 and 3 are less involved in
setting administrative policies and in forming general
school policies than they are in other areas.

In other
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words,

the staffs' role in School 2 and 3 is more

restricted to curriculum planning and evaluation.
The extensive involvement of the staff at School 1
seems to build cohesiveness in a broad way.
that there is much collegiality.

It is evident

A part of this

collegiality can be attributed to the fact that people do
get a chance to genuinely work together in this very open
and broad structure.
Likewise, the staff at School 2 has been able to
preserve its cohesiveness through a feeling of mutual
respect for each other.

Many of them have worked together

for a number of years, and have grown to appreciate and
respect one another for the dedication shown for the
teaching profession.

In addition,

this cohesiveness has

been enhanced by the principal's practice of occasionally
socializing with the staff.
Student Involvement
All three schools do a commendable job of monitoring
student

~ttendance.

The principals are convinced that

their in-house computer system will prove to be an asset
in improving student attendance.

This system enables the

school to maintain a more efficient record of student
attendance and to reach parents at night via telephone if
they cannot be reached during the regular school hours.
At School 2, students who fail to attend their
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classes regularly are assigned to the Detention Center
after school to make up lost instructional time.

A

student who acumulates 15 or more unexcused class absences
in a semester is removed from the class and is assigned to
the Detention (Tardy) Center for the remainder of the
semester.
In regards to absences at School 3,

those students

who are absent from school on a particular day have 48
hours to clear the absence.

After this time,

it is too

late and the student is assigned one hour of detention for
each period missed.
At School 2, the campus is closed to 9th and lOth
graders,

but is open to 11th and 12th graders.

This

policy is designed to provide structure and supervision
for those students who are less mature or seem to benefit
from closer supervision.
School 3 maintains a closed campus for the entire
student body.

Many of the students at this school come

from working-class families who are mainly high school
graduates.

School 3's closed-campus policy is designed to

minimize classroom disruptions, campus violence, and to
discourage uninvited guests from visiting the campus.
This policy, along with other effective ones, has enabled
the administrators to turn a once troubled school into one
that has received local, state and national recognition
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for its school effectiveness measures.
All three schools provide a variety of activities for
students both in and outside of the school.

For example,

School 1 gets total student involvement for the Homecoming
Parade events.

The students proudly participate in

building a variety of floats for the parade that has been
described as the "biggest parade this side of Pasadena".
The principal at School 2 says that student
activities are tops at his school.

During his term as

principal, he has experienced a growth in student
involvement.

This has been especially true among the

non-academic and female students.

In addition, School 2

offers a Navy Reserve Officers ' Training Corps

(ROTC)

class and Police Science class for student involvement.
Of most importance, all three schools have been able
to maintain a safe and orderly climate.

Due to a major

focus on improving the climate of its .school, School 3 has
instituted some successful hard-nose policies in the area
of student management.
purposes,

For example, for security

all students must have an identification card,

all visitors must be cleared ahead of time, and all
students are checked before they are admitted to a school
sponsored dance.

Although this policy is strictly

enforced, attendance at the dances has increased
significantly during the past 4-5 years.
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To promote student responsibility and the development
of leadership skills, all three principals provide
opportunities for the students to become involved in the
total life of the school.

To name a few,

the School

Improvement Program (SIP) Council, student government, and
academic and social organizations are designed to meet
these student needs.
The social class of the student body is another
factor that has motivated the institution of some of the
policies and practices.

For example, School 1 maintains

an open-campus policy that has proved to be manageable for
the administrative staff.

They have determined that their

students, who mainly come from middle-class families, · can
function independently of a highly structured environment.
Also at School 3, some of the other policies that
have already been discussed,

e.g.,

the physical education

dress code, are also aimed at developing an orderly and
safe environment.

There is a considerable amount of

effort involved in student managment at this school.
Obviously,

this school works with a different student body

in re.gards to social class when compared to School l and 2
where maintaining a safe and orderly climate is less of a
question.
Parent Involvement
As a means of fostering school/community interaction,

218

parents and other community members are encouraged to
participate in school affairs.

They have the opportunity

to serve as members of the SIP Council, as volunteers,
band and athletic boosters,
fundraisers.

and to participate in

Community members have the opportunity to

sponsor a variety of activities,

e.g.,

speech con tests and

student of the month awards for student involvement.
The schools have also begun to place

a

greater

emphasis on providing parent education programs.

These

programs are designed to better inform the parents about
the affairs of the school and district, and to enable them
to gain some useful parenting skills.
School Effective Policies and Practices
This chapter consisted of a comparison of the
policies and practices of the three schools.

Each policy

and practice was analyzed in terms of its uniqueness,
similarity and differences in achieving instructional and
social effectiveness.
As the leader of the school,

the school effectiveness

literature indicates that the principal has the
responsibility of setting the tone of the school.
Therefore, he knows and facilitates effective
instructional practices, fosters school pride, mutual
respect and cohesiveness, and provides opportunities for
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school/community interaction.

Above all, he believes that

all students can learn and conveys high expectations for
students and staff, and is able to communicate his beliefs
to all segments of the school and community.
There are some highly effective policies and
practices that seemed to have made a difference in the
effectiveness rating in the three schools, but could be
noticed only by comparing policies and practices between
the schools.

For example,

in the instructional area, all

of the principals spend the majority of their time in
facilitating effective instructional practices.

They use

the clinical instruction model to evaluate their teachers
and use the shared decision-making process as a tool in
implementing the curriculum.

Specifically, the principal

at School 1 employs a practice of being highly visible on
the campus as well as within the classrooms.

This

practice increases the feeling of security among the

students as well as among the staff.
Although all of the principals practice maintaining
open communication,
rating in this area.

School 1 received a better staff
This rating can be attributed partly

to the principal's effective social practices of regularly
making himself available during the morning while he
drinks a cup of coffee.

This practice seems to foster

school-wide communication, cohesiveness, and staff
participation.
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All of the schools monitor student attendance and
behavior, maintain a viable program of student activities,
and encourage community involvement in school affairs.

At

School 1, the principal employs an effective practice of
keeping the campus clean and discourages class
interruptions by assigning campus clean-up duties to those
students who are tardy to their fifth period class.

The

principal at School 2 employs a similar practice, but it
is applied during all of the class periods.
process of monitoring student behavior,

In the

School 3 has

instituted the use of an athletic contract that requires
the signature of both parents and student prior to the
student's participation in a sport.

This contract · has

resulted in a remarkable improvement in student behavior
and school pride.
Each of the three schools mainly meets its students'
social and multicultural needs by providing a variety of

student extra-curricular activities.

The principal of

School 2 was the only one to indicate how his school was
attempting to foster cultural pluralism.

In this case,

School 2 offers a Hispanic Cultural class for its 9th
grade Hispanic students.

It is too early to fully assess

the effectiveness of this class.

However,

the school is

currently experiencing success with the class and plans to
offer the course at other grade levels.
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Each of the three schools is effective in its own way
since there is a considerable difference among the student
bodies.

So the different paths of effectiveness are

partly determined by the nature of the student body, and
the difference between the schools can be seen from how
closely each of the schools conforms to the standards of
the effective school literature.

For example,

School 1

has much stronger policies and practices to build
communication and participation in decision making among
staff members, and it was easily the most highly ranked
school in this study.

The schools which were not as

highly ranked did not have as great participation in
decision making or as pervasive communication.
Despite the dispute between what Coleman said and
Edmonds found, social class is still a factor in school
effectiveness.

However,

Coleman believed.

it is not the kind of factor that

Coleman said that social class

determined the effectiveness of the school.

Edmonds

denied this and the school effectiveness research supports
Edmonds' belief that schools do make a difference in the
determination of student outcomes.
An examination of the school effectiveness literature
will enable one to recognize that there is a developmental
process in school effectiveness.

For example, School 3 is

spending a larger percentage of its efforts on
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maintaining an orderly and safe environment.

This focus

seems to have paid off since the school has turned around
tremendously during the past 4-5 years.

Furthermore,

progress at School 3 strongly supports Edmonds' work
because the school has demonstrated that effective schools
can be developed in a community where staff,

students,

parents, and other community members were once not as
actively involved in the educational process.
Fortunately, School 3 is now a school where the staff,
students, parents, and community are proud to be a part of
it.
Social class may determine how the problem or
developing school effectiveness is structured,

but the

·solution, ultimately, seems to be the same in all cases.
There are just different paths to get there depending on
the social class of the student body as well as other
factors within the school and community.

Hence, achool

effectiveness is first a matter of learning how to deal
effectively with the student body and the community.

Chapter 7

Summary, Conclusions, and Recommendations

Today,

school effectiveness is judged on the basis of

student academic achievement.

Coleman (1966) was

instrumental in affecting this change when he concluded
that Black pupil performance seemed to be dependent upon
family background, and not upon the school.

This

conclusion influenced educational researchers to try to
discover whether they could find evidence rejecting an
inevitable connection between children's socio-economic
status and their ability to learn.
In 1979, Ron Edmonds,

the "father of the effective

school movement", added a new dimension to the research.
He identified some schools where Black pupil performance
was independent of family background and socio-economic
status.

These schools were deemed to be "effective" and

were characterized by five important factors,

namely,

strong administrative leadership, high academic
expectations for all students, an emphasis on the teaching
and mastery of the basic skills of reading,

writing and

mathematics, a safe and orderly environment, and frequent
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monitoring of student progress.

Edmonds' research has

since been supported by other researchers such as
Brookover & Lezote (1979),
Delta Kappa (1980).

Rutter & others (1979),

Together,

and Phi

the school effectiveness

and multicultural data were applied to this research
project in a study of three pluralistic senior high
schools in the San Francisco East Bay Area.
The population of this study consisted of principals,
staff members, students, parents, and other key
individuals associated with the three schools.

Random

samples of the staff members, students, and parents were
administered questionnaire instruments, and the principals
and other key individuals were interviewed.

The data

collected were analyzed according to the staffs'
perceptions of school effectiveness, and were discussed in
Chapter 4.

The principals' perceptions of school

effectiveness as presented during the personal interviews,
were discussed in Chapter 5.
In addition,

the comments of the staff members,

students, parents, and significant others were used to
support or refute the principals' comments.

Chapter 6

focused on the major role groups who are involved in the
schools, and discussed the impact of the various policies
and practices that are employed by the principals.
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Conclusions
One objective of this study was to examine the
relationship between academic and social effectiveness 1n
three pluralistic schools.

Another objective of this

study was to examine the methods or courses of action that
these schools designed and performed as means of achieving
academic and social effectiveness.
The data certainly confirm the school effectiveness
literature since the analyses of the three schools
revealed the use of effective policies and practices that
meet the standards set forth in the various school
effectiveness literatures.

A comparison of the three

effective schools in Chapter 6 revealed some differences
which highlighted some unusually effective school policies
and practices.

In all cases,

the policies and practices

were designed to meet the needs of the school's student
body.

For example,

the policies and practices at School 3

have been designed to create and maintain a safe and
orderly environment.

Consequently,

School 3's efforts and

time are mainly spent in ensuring a safe and orderly
environment.

Its major focus in this area demonstrates

that a safe and orderly environment is a matter of social
effectiveness,

and it seems to be the base from which

academic effectiveness is developed.
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Demographics and overall ratings suggest something of
a

d~velopmental

example,

model in school effectiveness.

For

there would seem to be little disagreement that a

safe and orderly environment precedes other areas of
school effectiveness because it is essential to them all.
In the case of the three schools, one still seems to be
working on developing this environment,

while the others

do not have to make much effort in this regard.
Despite the difference in ratings from the staffs,
these schools may still be equally effective, but at
different stages of developing full effectiveness.
Variation in response shows different

~aths

or styles to

effectiveness, but one needs also to remember that there
are different starting points, and that some schools may
have different initial tasks.
Furthermore,

the data also confirm that the physical

structure and the organizational pattern of the school
must be considered when assessing a school's ability to
achieve academic and/or social effectiveness.
example,

For

the organizational pattern (unit structure) at

School 1 has enabled its principal to institute some
unique policies and practices that would not necessarily
be as effective with a departmental structure.

While it

is possible that all of the school effectiveness
characteristics will not work at every school,

the school
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must first be aware of its limitations when attempting to
implement these research findings.
In other words,

the implementation of the school

effectiveness characteristics do not take place in
isolation.

They have to be firmly built into the kinds of

processes that the school effectiveness literature talks
about.

There has to be collegial decision making and

participation.

Just having a School-Within-A-School

concept does not do anything unless that division is
meaningful and people feel that they do have some control
over their working conditions, and that everybody does
listen to them.
The structure may be less important than the fact
that the processes are followed in practice and in spirit.
For example, D'Amico (1982) emphasized the importance of
creating an atmosphere of support and belonging among the
school constituents.

Effective leadership skills are

demonstrated

when a principal builds communication,

collegiality,

participation, and decision making.
Recommendations

For a number of reasons, most of the school
effectiveness research studies have been done at the
elementary school level.

However, realizing that there

are some major differences between the elementary and
secondary schools, researchers have begun to focus more of
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their attention at the secondary level.

This study was

done to determine the need for more articulation
between these two levels of our educational system,

and to

determine factors that contribute to school effectiveness.
The following recommendations for further research and
study are suggested:
1.

A longitudinal study of the same schools in this

study could be done to gain an indepth understanding of
the factors that contribute to school effectiveness.
Since there seems to be a lack of articulation between the
elementary and secondary schools, this approach could
produce some findings that would help the elementary and
secondary schools to articulate the curriculum more
effectively.

This longitudinal approach could highlight

different ways in which schools can be linked more
effectively so the students can get a better education.
While the upward movement in complexity and responsibility
is worthwhile for the students,

it may not be as smoothly

done as it should.
In addition,

the longitudinal research should be

expanded to look for some developmental process.

The

studies should incorporate schools with different social
classes or student bodies in order to get an idea of how
long it takes to develop full effectiveness in a school.
2.

The findings from this study could be used to
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improve academic and social effectiveness in all schools
by examining some of the policies and practices that were
employed in the various schools in this study.

For

example/ the School-Within-A-School concept which has a
strong emphasis on participatory decision making/

seems to

be a real distinction between the schools.
As long as a policy is not treated as a simple
guideline/

but is understood to include the processes of

school effectiveness/
another school.

then it can work equally well at

In other words1

if the SWAS concept is

instituted without a principal's advisory council/
participatory decision making/

or without having people in

the school work on curriculum and teach different grade
levels/

etcetra1

then it is probably not going to work.

So the policies and practices are examples of something
that can be done because they show how the characteristics
of school effectiveness can be implemented better.
3.

The findings in this study could be used to

develop a district-wide staff development program.

One

will have to take a look at some of the principles of
school effectiveness and look at how some of them can be
implemented.

A careful analysis of the processes of

school effectiveness can probably be applied to any staff
development program in the district.
develop more school effectiveness/

If one wants to

more participatory
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management and shared decision making will probably have
to be encouraged as ways of developing district-wide staff
development.

This is one way that one can develop more

communication, collegiality, participation, and shared
decision making in a school district.

Therefore,

the

school effectiveness literature might be a guideline for
developing an effective school district.
4.

These findings in this study could also be used

at the district office level.

They seem to work at the

school level and probably will be equally effective at the
district office level.

So by using these findings,

this

could probably enhance cohesiveness and communication
between the classified and certificated employees· at the
district level.

This then could result in a better

appreciation and understanding of the role each employee
plays in the functioning of the district office.
5.

There should be a greater emphasis on the

promotion of cultural pluralism within the schools.

In

response to public and legislative demands and financial
incentives to make academic improvements, the schools are
utilizing most of their resources in this area.

However,

there is a need for the schools to emphasize the learning
of social skills.

Therefore,

they should address both of

these areas by promoting simultaneously and with equal
vigor,

the goals of cultural pluralism and academic

effectiveness.
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SECONDARY SCHOOL DEVELOPMENT QUESTIONNAIRE
Introduction
This questionnaire is one component of the Connecticut Secondary School
Development Process. Questionnaire items are dra~n from the research on
school and instructional effectiveness. The school effectiveness characteristics assessed through.this Questionnaire are the focus of the Connecticut
Secondary School Development Proc·e ss.
The purpose of this Questionnaire is to survey your perceptions based on
your experiences in this school. There are no right or wrong answers.
Whenever possible~questions are designed to measure •school effects" and
you will be asked to generalize about ·the people working in this school.
Where this is not possible, you should respond from your own experience.
Responses will be summarized and reported back to the faculty and administration of this school in group profile form. To ensure confidentiality,
do not write your name on the Ans~er Sheet.
INSTRUCTIONS
1.

Please DO NOT MARK the Questionnaire. All responses are to be
recordeo-on-i separate Answer Sheet.

2.

All questions have five (5) possible answers. Record your answer
by darkening the space beneath one of the response options (A - E)
on the separate Answer Sheet. ~response categories are:
A•
B•
C•
D•
E•

Strongly Agree
Agree
Undecided
(Use this option as infreguently as possible. )
Disagree
Strongly Disagree

3.

Although ·some questio~s may seem to warrant a Yes-No response. the response
categories permit you to indicate the i~~nsity of your feelings in
relation to the item.

4.

~perceptions
\

based on your experience in this school are important.
.

5 • . The person administering this Questionnaire is available to answer
erocedural questions, but it is your interpretation of each item that
lS important.
6.

Each item must be read carefully. There is not a time limit. Completion
of this Questionnaire is expected to take approximately thirty mi nutes.

RESEARCH EDITION
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FOR!ol 1

DIR£CTIONS: Read over each of these items carefully. Then respond to each iterr. by
darkening the rectangle beneath ~of the options (A - E) on the answer sheet.
A•
B•
C•
D•
E•

1.

Strongly Agree
Agree
Undecided
Disagree
Strongly Disagree

Class-cutting is a problem for teachers ·in this building.

2. Winners of academic honors are acknowledged by trophies, plaques, photographs, etc.
displayed within the school.
·
3.

Discipline (punishment), when given, is fair and !"elated to violations of agreed-upon
rules.

4.

Required classes are integrated by race, ethnicity and gender.

5. Teachers are cooperative and supportive of each other.
6. People in this school solve problemsi they don't just talk about them.
7.

I have influence on the decisions within the school which directly affect me.

8.

Pictures in school publications generally reflect the racial and ethnic composition
of the school, and fairly represent botn genders.

9. Our school provides ways to foster communication on equity issues, including race,
~thnicity and sex bias.
10. Teachers and students are ·able to get the instructional materials they need at the
time they are needed.
11.

People try to understand each other's views even though they don't agree.

12.

I fee 1 the teachers are friendly and easy to ta 1k to.

13.

I think people in this school care about me as a personi they are concerned about
more than just how well I perform my role at school.

14. When a student comes along who has special problems, this school works out a plan that
helps that student.
15. Students have positions of responsibility for student activities, conduct and school
property.
16. Teachers treat students with respect.
17.

During follow-up to fonmal observations by the principal, a plan for improvement
frequently results .
·

18. Specific feedback on daily assignments is given to students regularly and is followed
up by the teacher.
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A • Strongly Agree

B • Agree

C • Undecided

D • Disagree

E • Strongly Disagree

19. Homework is assigned regularly to all students.
20.

Host students get positive feedback from faculty and staff.

21. Sexual harassment is not a problem in this school.
ZZ.

Students from all racial and ethnic backgrounds are represente.d in all curriculum
tracks. including college preparatory. :

23.

Half or fewer of the students in this school can be expected to complete high school.

24. Almost all the students in this school try hard to get good grades.
25.

Faculty members have equal access to training and advancement opportunities regardless
of race, gender or ethni city.
·

26. There is little racial hostility between students.
27. The principal seeks ideas and suggestions from the rest of the staff.
28.

Reprimands are delivered without disrupting class.

29.

Criterion-referenced tests are n£1 used to assess student progress in

~

subject matter.

30. Basic skills instructional time is rarely interrupted.
31. Students and staff are proud of their school plant and help to keep it attrac.tive.
32 . Teachers are well prepare_d for class.
33.

Racial and ethnic minority ·students are encouraged to remain in school.

34. The principal regularly gives feedback to teacAers concerning lesson plans.
35.

Inservice education programs are available to teachers to help them keep up-to-date
on the best teaching strategies.

36.

Counselors inform both males and females of the wide range of career and job
opportUnities.

37. The principal regularly brings instructional issues to the faculty for discussion.
38. The principal does ~put much emphasis on the ~aning and use of standardized test
results.
39. Teachers in this school seek better ways of teaching and learning.
40.

Teachers in this school do

n21

hold consistently high

exp~tations

for all students.

41. Senior teachers who are skilled in keeping order act as mentors for less-experienced
teachers.
42.

The principal is accessible to discuss matters dealing with instruction.
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A • Strongly Agree

43.

B • Agree

C • Undecided

D • Disagree

E • Strongly Disagree

The numbers of female and male students retained in grade are roughly equal.

44. Student assessment information (such as criterion-referenced tests, skills checklists,
etc.) is used to give specific feedaack and plan appropriate instruction.
45. All materials and supplies necessary for instruction are available.
46·• . Teachers and their supervisors thoroughl~ review and·analyze test results to plan
instructional program modification.
47. There is a •we" spirit in this school.
48. The tone of the staff is businesslike. productive and professional, yet interested
in students.
49. Teachers in this school are proud to be teachers.
50. The ·physical condition of this school building is generally unpleasant and unkempt.
51. Student assignments are corrected daily.
52. There is representation of various racial and ethnic groups and both sexes in
textbooks, 1fterary materia 1s and films in the . school.
53. This school believes there may be several alternative solutions to most problems.
54. Students in this school abide by school rules.
55. There is no systematic, regular assessment of student learning in most classrooms.
56. The principal requires and·regularly reviews lesson plans.
57. Local news coverage of the sc:hool stresses academic accomplishments.
58. The school building is neat, bright, clean and

comfortable~

59. The standardized testing program is an accurate and valid measure of the curriculum
in this school.
60. Students can count on teachers to listen to their side of the story and to be fair.
61. The school encourages students to help other students ·with their learning

activities~

/

62.

Low-achieving students answer questions as often as other students in the classroom.

63.

There is someone in this school that I can talk

to

about problems.

64. Extracurricular activities appeal to students.
65. The principal is responsive-to student
66.

~roblems.

Promotion is based on scholastic achievement rather than the time spent at one grade
leve 1.
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A • Strongly Agree

67.

B • Agree

C • Undecided

D • Disagree

E • Strongly Disagree

The principal uses test results to recommend modifications or changes in the
instructional program.

68. Most parents would rate this school as superior.
69.

Class atmosphere in this school is generally very conducive to learning for all studen1

10.

Attenda~ce

is good; students stay away

~rom

school only for good reasons.

71. · Important decisions are made in ·this school with representation from students, faculty

and administration.

12. Parents are aware of

~~e

homework policy in

~~is

school.

13. Teachers in this ·school have permanent classrooms; they do not move about.
74. Discussions .with the principal often result in some aspect of improved instructional
practice.
75. Typical daily lessons in this school follow this sequence: teacher presentation,
student practice, specific feedback, evaluation of student performance.
76.

Formal observations by the principal are regularly followed by a post-observation
conference.

77. The principal provides opportunities for professional development.
78. The school is open to parents' suggestions and involvement.
7g. When students are assigned seatwork, teachers monitor their efforts closely.
80. Most students do their homework thoroughly and carefully.
Bl. The number of low-income students retained in grade is proportionately equivalent
to other students retained in grade.

-

82. Outside
. interruptions do not often interfere with instruction in this school.
83.

Ninety-five to one hundred percent of students in this school can be expected
complete high school.

84.

Courses stress the accomplishments of women.

85.

Parent groups reflect the racial and ethnic make-up of the student population.

to

86. Most students in this school are eager and enthusiastic about learning .
87. The climate in this school promotes learning.
88. The school has a handbook for parents.
89.

Very few parents of students visit the school to observe the instructional program.
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A • Strongly Agree

B • Agree

C • Undtcided

D • Disagree

E • Strongly Disagree

90. Written, sequential objectives exi_st through all grades in my subject Ntter area.
91. There is opportunity for all studen"ts
and other extracurricular activities.

to

92. Almost all students complete assigned

h~work

participate in clubs, student organizations
on time.

93.

The school has published statements of expectations and
and students.

94.

If students haven't acquired the basic skills by the time they get to this level,
there is little our staff can do to help them.

95.

A positive feeling penneates the school.

96. Student mobility

is~

no~

for the conduct of staff

a problem for our school.

97. The principal rarely makes_infonmal contacts with students and teachers around the
school.
98. This school is a safe place
99.

to. work.

All teachers feel accountable for student achievement.

100. A statement of purpose that is the driving force behind most important decisions does
~exist in this· school.
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SECONDARY SCHOOL DEVELOPMENT QUESTIONNAIRE
Introduction
This questionnaire is one component of the Connecticijt Secondary School
Development Process. Questionnaire items are drawn from the research on
school and instructional effectiveness. The school effectiveness characteristics assessed through··this Questionnaire are the focus of the Connecticut
Secondari School Development Process.
The purpose of this Questionnaire is to survey your perceptions based on
your experiences in . this school. There ·are no right or wrong answers.
Whenever possible:-questions-ire designed to measure •school effects" and
you will be asked to generalize about the people working in this school.
Where this is not possible, iOU should. respond from your own experience.
Responses will be summarized and reported back to the faculty and administration of this school in group profile form. To ensure confidentialiti•
do no~ write iOur name on the Answer Sheet.·
I NSTRUC'l'I ONS
1.

Please DO NOT MARK the Questionnaire.
recordeoona separate Answer Sheet.

2.

All questions have five (5) possible answers. Record your answer
by darkening the space beneath one of the response options (A - E)
on the separate Answer Sheet. lne response categories are:
A•
B•
C•
0•
E•

All responses are to be

Strongly Agree
Agree
Undecided
(Use this option as infrequently as possible.)
Disagree
Strongly Disagree

3. Although some questi~ns may seem to warrant a Yes-No response. the response
categories permit you to indicate the intensity of your feelings in
relation to the item.
•
4. Your perceptions based on your experience in this school are important.
5. The person administering this Questionnaire is available to answer
procedural questions, but it is your interpretation of each item that
1S 1mportant.
6. Each item must be read carefully: There is not a time limit. Completion
of this Questionnaire is expected to take approximately thirty minutes.
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FORM 2
DIRECTIONS: Read over each of these items canefully. Then respond to each item by
darkening the rectangle beneath ~of the options (A- £) on the answer sheet.
A•
B•
C•
0•

Strongly Agree
Agnee
Undecided
Oisagnee·
£ • Strongly Disagree

1. Teachers are available to students for special ryelp on academic or personal problems.
2. Teachers and their students together work out rules governing behavior in the classroom.
3. Most teachers use criterion-referenced testing to give specific student feedback.

4. Standardized test results are not available or are not used to evaluate program
objectives in this school.
·
5. Teachers

~tart

and end class promptly.

6. The guidance and counseling system in this school serves all students equally.
7. There are opportunities for career education for students of all racial and ethnic group!

B. Most students and staff members obey the school's rules.
9. Students are praised for good performance.
10. There are procedures open to me for going to
been made that seems unfair.

1

higher authority 1f

1

decision has

11. When we have conflicts in ·this school, the result is constructive, not destructive.
12. Teachers in this school observe other teacher& teaching.
13. The teachers in this school know

~

to teach as well

14. Written, sequential objectives have been developed for

IS

what to teach.•

eve~

content area.

15. Teachers like working in this school.
16. Most teachers communicate frequently with parents in this school.
17. There is consistency in discipline procedures for all students.
18. The principal talks with us frankly and openly.
19. Parent groups reflect the racial and ethnic make-up of the student population.

ZO. Women and minorities ane fairly repnesented among staff, including counselors, and
in the administration.

21. Teachers from one subject area or grade level respect those from other subject areas
and grade levels.
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A • Strongly Agree

B • Agree

C • Undecided

D • Disagree

E • Strongly Disagree

22. Tne student government makes important decisions.
23. Students feel that teachers are won their sideM
24.

The principal gives weignt to the student side of questions •
..

25. Students would rather attend this school than transfer to another.
26. Supervision is directed at instruction.
27.

During follow-up to formal observations by the principal. a plan for improvement
frequently results.

28.

New students and faculty members are made to feel welcome and part of the group.

29. Students not mastering subject matter

freque~tly

are retained in grade.

30 .

Problems are deaJt with openly rather than being swept under the carpet.

31.

Fifty minutes or more is allocated for mathematics instruction each day throughout
this school.

32. All courses require students to write.
33. Students feel that the school program is relevant to their future needs.
34.

Instructional issues are seldom the focus of faculty meetings.

35. There is clear. strong. centralized instructional leadership from the principal
in this school.
36.

New programs are adapted to the particualr needs of this community and this school .

37. During follow-up to formal observations the principal's main emphasis .is on
instructional improvement.
38. Teachers in this school do
problems.

~

turn to the principal with instructional concerns or

39. Scarce resources are rationed effectively by the principal.
40. Eighty to one hundred percent of students' parents attend scheduled parent-teacher
conferences.
41. Students and staff have numerous opportunities to work jointly on school projects.
42.

In this school low-achieving students present more discipline problems than
other students.

43. The

princ~pal

is highly visible throughout the school.

44.

Many parents initiate many 'contacts with the school each .cnth.

45.

Most students come to class with all the materials they need (e:g .• books, paper. penc

46. Students who want to learn are often interfered with.
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A • Stron;ly Agree

B • Agree

C • Undecided

D • Disagree

E • Strongly Disagr-ee

47. Staff and students view this school as a secure place.
48. Teachers tT"Ust students tc ·use goo_d judgment.
49.

At the principal's initiative. teachers work together to effectively coordinate
the instructional program within and between grades.

50.

Parent-teacher conferences focus on factors directly related tc student achievement.

51. The faculty is integrated.
SZ. Tne principal is very active in securing resources to facilitate instruction.
53. School-wide objectives are the focal point of .reading instruction in this school.
are~

54.

Mathematics objectives
this school.

coordinated and monitored up through all grades in

55.

In this school there is annual standardized testing at each grade level.

56.

Pull-out programs (e.g .• Chapter 1. Special Education. Gifted, etc.) often disrupt
and interfere with subject matter instruction.

57. The staff can spot disorders early and respond quickly and firmly.
SS. Pregnant students rarely finish school.
59.

In basic skills instruction in this school, reteaching and specific skill remediation

are important parts of the teaching process.

60. The principal leads frequent, formal discussions concerning instT"Uction and
student achievement.
61. Most parents understand and promote the school's instructional program.
62. Most problems facing this school can be solved by the principal and faculty without
a great deal of outside help.
63

Beyond parent conferences and report cards, teachers in this school have several
other ways for communicating students' progress to parents.

64.

Multiple assessment methods (e.g •• criterion-referenced tests. work samples,
mastery check lists) are used tc assess student progress.

65. The principal frequently communicates to
in relation to student achievement.

fndivid~al

teachers their responsibilities

66. The school building has the space and physical arrangements needed tc conduct the
kinds of programs we have~
67. Student behavjor is generally positive in this school.
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A··

68.

Strong1~

Agrte

8 • Agrte

In reading, initial skill
group of students.

C • Undt:idtd

~struction

D • Disagrtt

is often prtstnted

to

E•

Strongl~

Disagree

a heterogeneous

69. When a problem comes up, this school has procedures for working on it.
70.

Female students are encouraged

71. Students stay

awa~

from school

to

remain in school.

onl~

for good reasons.

7Z. Ttachers discipline male and female students equally for similar infractions.
73. There is opportunity for students
gender or cultural heritage.
74. Generally, discipline

is~

to

participate in clubs that promote their race,

an issue in . this school.

75.

Courses stress the accomplishments of various racial and ethnic groups.

76.

There is little cooperation in regard to homework monitoring between parents and
teachers in this school.

77. The principal makes at least two formal classroom observations each year.
7S.

The principal rtviews and interprets test results with and for the faculty.

79.

All students art expected

to

master subject matter at each grade level.

80. There are few student interruptions during class time.
81. Special instructional pr~grams for individual students are integrated with
classroom instruction and the school curriculum.
82.

Tea~hers

in this school plan assignments so"that students will be highly successful
during practice work following direct instruction.

83. Students here sptna fivt hours a week or rnore on homework.
84. Teachers, administrators and partnts assume responsibility for discipline in
this school.
85. Women are involved in non-traditional courses; e.g., technical vocational courses
and advanced science and math courses.
86. Teachers provide opportunities for students
gender and cultural boundaries .
87. Elective classes are integrated

b~

race,

to

work in groups that cross ract,

ethnicit~

and gender.

88. This schOol has clear, consistent rules.
S9. Teachtrs believe that all students in this school can master subject matter as a
direct result of the instructional program.
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A • Strongly Agree

B • Agree

C • Undecided

90.

I feel that my ideas are li-stened

91.

During instruction students are
of the allocated time.

92. When all is said
93. More than
94.

Teache~s

90~

an~

to

D • Disagree

E • Strongly Disagree

and used in this school.

wor~ing

independently on seatwcrk for the majority

done. 1 feel that I count in this school.

of my students regularly come to school with their homework completed.

in this school

do~

hold consistently high expectations for all students.

95. Teachers start on time and continue teaching·

t~

the final bell.

96. Teachers in this school believe they are responsible for all students mastering all
s~bject ma~ter at each grade level.
97. Horne visi~s. phone calls. newsletters and regular notes all are ways that teachers
communicate wi:h parents in this school.
98. Teachers praise all students for their accomplishments rather than praise only those
who accom~lish the most.
99.

Teachers are held accountable in this school for providing learning opportunities
for eacn of their classes.

100. Tne principal really cares about students.

APPENDIX E
SECONDARY SCHOOL DEVELOPMENT PROCESS
STUDENT QUESTIONNAIRE - FORM 1
STATE OF CONNECTICUT
DEPARTMENT OF EDUCATION

258

259

FORH 2

i£!iQQ.!:.
.Q.IYI.!:.Qf~Ilil
!RQ£Iii
ii£Ql:!.Q.~R.Y.

ilQQI!!I
.Q.!!Ii!lQlil:!~lRI

RESEARCH EDITION ·
3/83
Developed for the Connecticut Stata Department of Education.
Copyright© 1983. A11 rights reserved.

Principal Developers: Alice Evans and
William J. Gauthier, Jr.
Contributing Authors: The State Student Advisory
Council on Education

NOT TO BE REPRODUCED WITHOUT PERMISSION.

260

MEMBERSHIP
1982-1983

STATE STUDENT ADVISORY COUNCIL ON EDUCATION
Matthew Burgard, Haddam~Ki11ingworth Jr./Sr. High School, Higganum
Sambath Lim Chea, Danbury High School
Ben Chowaniec, Vinal Regional Vocational Technical H.S., Middletown
Wi11iam . Donovan,·~aterford High School
Robert J. Dunn, Jr., Wethersfield ~igh School
Gordon Fairclough, Norwalk High School
Joseph Fau1ise, Stonington High School
Sherry Fields, Stamford High School
Michael Gadwah, Lyman Hall High School, Wallingford
Wayne Gi11, South Catholic High School, Hartford
Jennifer Gordon, E.O. Smith High School, Storrs
Evelyn Jennings, Warren Harding High School, Bridgeport
Connie Jones, Hartford Adult Schools
Themis Klarides, Seymour High School
Susanne Lieberstein, Staples High School, Westport
Richard M. Lucas, Torrington High School
Carolyn Miller, Academy of Our Lady of Mercy, Milford
Sharon O'Neill, Newtown High School
Susan Pepin, Guilford High School
Antishea Riley, Portland High School
Richard Silva, John F. Kennedy High School, Waterbury
Edith Soto, Richard C. Lee High School, New Haven
Edward St. Onge, H.H. Ellis Regional Vocational Technical H.S •• Danielson
Steven Thibault, Housatonic Valley Regional High School, Falls Village
Charlene Thompson. Synergy Alternative School, East Hartford
Jayne Thompson, St. Thomas Aquinas, New Britain
Kristen Westmoreland, Watkinson School, Hartford
The Commissioner's Student Advisory Council is selected so as to be representative of all students attending public and private high schools in Connecticut.

261

SECONDARY SCHOOL DEVELOPMENT PROCESS
STUDE~T

QUESTIONNAIRE

'

Introduction
This questionnaire is one co~ponent of the Connecticut Secondary School
Development Process. Items in this Questionnaire have been drawn from the
research on schoo1 and instructional effectiveness, and were reviewe~ and
modified by the State Student Adviso~y Council on Education.
The purpose of this Questionnaire is to survey your perceptions based on
your experiences~ this school. There are no right or wrong answers. Whenever possible, questions are designed to measure "school effects" and you ·
are asked to generalize about all the students in this school. Where this
is not possible, you should respond from your own experience.

'

:

All responses are confidential. Please do not write your name on the Answer
Sheet. Your teacher will direct you in coding the name of your school, your .
grade level and the form of this Questionnaire (1,2 or 3) on the Answer Sheet.

Instructions
All responses are to be recorded

1.

Please DO HOT MARK the Questionnaire.
on a separate Answer Sheet.

2.

All questions have five (5) possible answers. Record your answer by
darkening the space beneath ~of the response options (A - E)
on the separate Answer Sheet. The response categories are:
A = Strongly Agree
B = Agree
·
C =Undecided
(Use this optic~ as infrequently as possible.)
0 = Disagree
E c Strongly Disagree

:

3.

Although some questions may seem to warrant a Yes-No response, the response
categories permit you to indicate the intensity of your feelings in relation
to the item.

4.

Your perceptions based on your experience in this school are important.

5.

The person administering this Questionnaire is available to answer
procedural questions, but it is your interpretation of each item that
is important.

6.

Each item must be read carefully. There is no time limit. Completion
of this Questionnaire is expected to take approximatelt twenty·-five
minutes.

RESEARCH EDITION

3/83

262

FORM 1
DIRECTIONS: Read over each of these items carefully. Then respond to each item by
darkening the rectangle beneath ~of the options (A - E) on the answer sheet.
A•
B•
C•
D•

Strongly A;~e
Agree ·
Undecided
Disagree .
£ • Strongly Disagree

1.

In this school there is annual standardized testing at each grade level.

2.

Very few parents of students visit the school to observe the instructional program.

3. Teachers praise all students for their accomplishments rather than praise only those
who accomplish the most.
4. Students not mastering subject matter are required

to

repeat the course.

5. There is an active parent/school group in this school that involves many parents.
6. Students are satisfied with their athletic and extracurricular activities.
7. Most students come to class with all the materials they need (e.g •• books, paper,
pencils).
8. There is someone in this school that I can talk to about problems.
9. Students enjoy attending this school.
10. Teachers like working in this school.
11. Home visits, phone calls, newsletters and regular notes all are ways that teachers
communicate with parents in this school.
12. The majority of students in this school participate in extracurricular activities.
13.

I think people in this school care about me as a person; they are concerned about
more than just how ~11 I perform~ role at school.

14. Students and parents are aware of the homework policy in this school.
15. Sexual harassment is not a problem in this school.
16. This school building has the space and physical arrangements needed to conduct the
kinds of programs we have.
17. Students are encouraged

to

seek extra help in class work and/or with personal problems.

18. Students work independently .on seatwork for the majority of their time in class.
19. Teachers in this school are pl"Cud to be ·teachers.
20.

I have influence on the decisions within the school which directly affect me.
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A • Strongly Agree

B • Agree

C • Undecided

0 • Disagree

£ • Strongly Disagree

21. Students are expected to master subject matter at each grade level.
22.

The faculty is integrated.

23.

Courses stress the accomplishments of various racial and ethnic groups.

24. Sport functions and da.nces are well attended.
25.

This · school has clear, consistent rules.

26. Student assignments are corrected daily.
27. What students are taught in high school will help them later in life.
28.

The principal talks with us frankly and openly.

29. Students who want to learn are often interfered with.
30.

Discipline (punishment), when it is given, is fair and related to violations of
agreed-upon rules. ·

31. There are opportunities for career education for students of all racial and ethnic
groups.
32.

In this school low-achieving students present more discipline problems than. other
students.

33. Scheduling is flexible enough
like.

to

allow students

to

take the courses that they would

34. There is opportunity for students to participate in clubs that
gender or cultural heritage.
35.

Required classes are integrated by race,

36.

Almost all students complete assigned homework on time.

ethni~1ty

p~.~te

their race,

and gender.

37. There is opportunity for all students to participate in clubs. student organizations
and other extracurricular activities.
38.

Host students in this school are eager and enthusiastic about learning.

39. Teachers from one subject area or grade level respect those from
and grade levels.
40.

oth~r.subject

areas

The school day is just a boring routine.

41. Host students would rate this school as superior.
42.

The school encourages students to help other students with their learning activities.

43.

Students take advantage of special programs.
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A • Strongly Agree

C • Undecided

B • Agree

0 • Disagree

£ • Stron;ly Oisa;l"'ee

44.

All courses rJquire students

43.

Most students get positive feedback from faculty and staff.

46.

There are procedures open to me for going
been made that seer.:s u.nfa i r.

47.

The standardized testing program is an accurate and valid measure of
in this school.

48.

The teacher-student ratio in this school fs acceptable.

49. MY parents
50.

initia~

to

write.

to

a higher authority if a decision has

many contacts with the school.

Students treat ot."''er students with resj:)ect.

~~e curricul~
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SECONDARY SCHOOL DEVELOPMENT PROCESS
STUDENT QUESTIONNAIRE

Introduction
This questionnaire is one component of the Connecticut Secondary School
Development Process. Items in this Questionnaire have been drawn from thP.
research on school .. and -instructional effectiveness, and were reviewed and
modified by the State Student Advisory Council on Education. ·
The purpose of this Questionnaire is to survey your perceptions based on
your experiences~ this school. There are no right or wrong answers. Whenever possible, questions are designed .to measure 11 School effects .. and you
are asked to generalize about all the students in this school. Where this
is not p~ssible, you should respond from your own experience .

.

All responses are confidential. Please "do not write your name on the Ansvter
Sheet. Your teacher will direct you in coding the name of your school, your
grade level and the form of this Questionnaire (1,2 or 3) on the Answer Sheet.

Instructions
1.

Please 00 NOT MARK the Questionnaire.
on a separate Answer Sheet.

All responses are to be recorced

2. Ali questions have five (5) possible answers.

Record your answer by
darkening the space beneath~ of the response options (A - E)
on the separate Answer Sheet. The response categories are:
A • Strongly Agree
B = Agree
C • Undecided , (Use this option as infrequently as possible.)
D • Disagree
E • Strongly Disagree

3. Although some questions may seem to warrant a Yes-No response, the response
categories permit you to indicate the intensity of your feelings in relation
to the item.
4.

Your perceptions based on your experience in this school are important.

5. The person administering this Questionnaire is available to answer
procedural questions, but it is your interpretation of each item that
is important.
6.

Each item must be read carefully. There is no time limit. Completion
of this Questionnaire is expected to take approximately twenty-five
minutes.
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FORM 2
DIRECT10NS: Rud over each of these items carefully. Then respond to each item
darkening the rectangle beneath ~of the options (A - E) on the answer sheet.

oy

A • Strongly Agree

B • Agree

C • Undecided
0 • Disagree .
E • Strongly Disagree

1. Students and staff are proud of their school plant and help to keep it at!ractive.
2. The principal rarely makes informal contacts with students and teachers around
the school.
3.

Important decisions are made in this school with representation from students,
faculty and administration.

4.

Problems are dealt with openly rather than being

5.

I feel that my ideas are listened

.to

swep~

under the car,let.

and used in this school.

6. Students feeJ that teachers are •on their side."

1. The teachers in this school are qualified in their subject areas.
8. There is no systematic, regular assessmentpf .student learning in most classrooms.
9. Elective classes are integrated by race, ethnicity and gender.
10. Students have positions of responsibility for student activities, conduct and school
property.
11. Pictures 1n school publications generally refle.ct the rac1al and ethnic composition
of the school, and fairly represent both genders.
12. · Teachers treat students with respect.
13. Students are adequately prepared by. this school to take standardized tests such as
the SAT.
14.

Class-cutting is a problem for teachers in this building.

15. Students treet substitute teachers with respect.
16. Teachers keep students' attention in class.
17. People try

to

understand each other's views even though they don't agree.

18. The school has adequate disciplinary procedures for dealing with disruptive behavior.
19. There is a •we• spirit in this school.
20. Teachers and students are abie to get the instructional materials they need at the
time they are needed.
21. Homework is assigned regularly by all my teachers.
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A • Stron;ly Agree

B • Agree

C • Undecided

0 • Disagree

£ • Strongly Disagree

22. Students can c:ount on tuc!'lers to listen to their side of the story and to be fair.
23. The school day is just a borjng routine.
24. The

~jority

of the students in this school participate in extracurricular activities.

25. Students here spend f.ive hours a week or more on homework.
26. The principal really c:ares about students.
27.

Low-achieving students answer questions as often as other students in the classroom.

28. Students are praised for good

perfo~nc:e.

29.

New programs are ·adapted to the particular .needs of this community and this school.

30.

Classroom dis:ussions are dominated by only a few students.

31.

Outside interruptions do.!!£! often interfere with instruction in this school.

32. When a student c:omes along who has special problems, this school works out a plan
that helps ~at student.
33. Staff and students ~o not view security as an issue

in

this sc:hool.

34. Specific: feedback on daily assignments is give to students regularly and is followed
up by the teacher.
35.

Pregnant students rarely finish school.

36. Teachers in this school ho1d consistently high expectations for all students.
37. When students are assigned

seatwor~.

teachers monitor it closely.

38. Most of the students in this school c:an be expected to complete high school.
39. All materials and supplie$ necessary for instruction are available.
40. There is a eomittee in the sc:hool where teachers, students and administrators c:an
share ide as •
41. This school has c:lear, consistent rules.
42. Teachers at this school are available to give extra help to students on their free
time and after school.
43. When a problem comes up, this school has adequate procedures for working on it.
44. Teachers are cooperative and supportive of each other.
45.

Counselors inform both males and females of the wide range of career and job
opportunities.

46.

Attendance is good; students stay away from school ORly for good reasons.
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A • Strongly Agree

4i.

B • Agree

C • Undecided

D • Disagree

£ •

~trongly

Disagree

Participation in activities is done by a select group of students in the school.

48. Typical daily lessons in this school follow this sequence: teacher presentation,
student practice, specific feedback, evaluation of student performance.
4S. Sport functions and dances are well attended.
SO.

rne teachers in this school know

2

to teach as well as what to teach.
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?~LICIES

~JD

PRACTICES OF SEKIOR HIGH SCHOOL PRINCIPALS

IN ACHIEVING

~~

EFFECTIVE PLUR;LISTIC ENVIRONMENT

SCHOOL

S~AFF

QUESTIONNAIRE

Introduction
This questionnaire is being used with the written approval of
the Connecticut Department of Education. Items in this Questionnaire have been taken from the Forehand & Rogosta School
Diagnostic Questionnaire. Some of these items have been drawn
from the research on school and instructional effectiveness,
and others are designed to measure social effectiveness in the
school.
The purpose of this Questionnaire is to survey your perceptions
based on your experiences in this school. There are no right
or wrong answers. Whenever possible, questions are designed
to measure academic and social effectiveness, and you are
asked to generalize about all the students and staff in this
school. Where this is not possible, you should respond fro~
your own experience.
All responses are confidential. Please do nQi write your name
on the Questionnaire or Answer Sheet. The answer sheet should
be used to answer all questions EXCEPT the first SIX questions
in PART A of the Questionnaire. These questions should be
answered on the Questionnaire. Otherwise, you should follow
the instructions below.

Instructions
1.

Please record your answers to PART B on the ANSWER SHEET.
Answer PAR! A on - the questionnaire.

2.

All questions have five(5) possible answers. Record your
answer by darkening the space beneath one of the r€sponse
options (A -E) on the separate Answer Sheet. The response
categories are:
Strongly Agree
= Agree
=
c = Undecided (Use the
D = Disagree
E = Strongly Disagree
A
B

option as infreauentlv as possible.)

3.

Although some questions may seem to warrant a Yes-No response,
the response categories permit you to indicate the intensity of your feelings in relation to the item.

4.

XQ£t perceptions based on your

ex~erience

in this school

are important.
5.

£ach item must be read carefully. There is no ti~e limit.
completion of this Questionnaire is expected to take approximately thirty minutes.
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?OL::::::s
::·:
?lease circle
provided.
A. 3IOGR.h.P!-!IC
l.

-~~;:;

?RAC7ICES OF s::::·:!OR EIGH SCHOOL PR:z::.;:::?.:..:.s

.;:~::::VI:-:G

t.~e

A.'i

EFFEC'!'!VE

?LL"?~ISTIC

ENVIRON!-:!E~.:'!'

one number that best represents your answer :rom

t~<::

(Sta!'!')
optio:1s

I~FO?.YX:'ION

YOUR ET!-1..'-:ICI':'Y
1.
Asian
2. Black
3. w"hi te
4. Paci:ic Islander
5. American Indian
6. Hispanic

2.

YOUR OCCUPA'!'ION

3•

1. Teacher
2. Administrator
3. Counselor
4. Other
YOUR GENDER

4.

NUMBER OF YEARS IN
CURREXT POSITION
1.
2.
3.
4.

5.

1-5 years
5-10 years
10-20 years
Over 20 years

DE~OGR~?!-!IC

!-t.;::-:oN
6.

COMPOSITION
OF YOiJR SCHOOL

ET:~XIC

l.

HIGHEST DEGREE EARNED

2.
3.
4.

1.
2.
3.
4.

6.

Bachelors
Masters
Doctorate
No degree earned ·

!NFOR-

s.

American Indian
Asian
Hispanic
Black
White
Pacific Islander

Male
2. Female
B.DIRECTIONS: Please use the attached answer sheet to answer the .following
questions according to the directions on the cover sheet of this questionnaire.
The answer represented by each letter is as follows:
A=Strongly Agree; B=Agree; C=Undecided; D=Disagree; and E=Strongly_D~sagree
1.

1.

Class-cutting is a problem for teachers in this building.

2.

Winners of academic honors are acknowledged by trophies, plaques,
photographs, et=. displayed within the school.

3.

Discipline (punishment), when given, is fair and related to violations
of agreed-upon rules.
Required classes are integrated by race, ethnicity and gender.

4.
5.
6.

The~e

is opport.~ity ~or students ~o · p~rticip~te in cl~b~ that promote
race, qenoer or cultural her~taqe.
.
P~ctures ~n school ~ublicat~ons generally reflect the rac~al and ethnic
composition of the school, and fairly represent both genders.

7.

Our school provides ways topromote communication and equity issues, including race, ethnicity and sex bias.

8.

People try to understand each other's views even though they don't agree.

9.

Home visits, phone calls, newsletters and regular . notes all are
that teachers communicate with parents tn this s~hool.

tne~r

~ays

10.

Students have positions of responsibility for student activities, conduct and sc~ool property.

11.

Teachers treat students with respect.

12.

Speci:ic :eedback on daily assig~ents is given to stude:1ts regularly
and is :ollowed up by the teacher.
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C=Undecided
asse~blies

D=Disagree

E=Strongl y Disagree

:3.

There have been

14.

Teachers discuss ethnic diversity with students in the

13.

Teachers make

16.

Homework is assigned regularly to all students.

17 .

Students from all racial and ethnic backgrounds are represented in all
curriculum tracks, including college preparatory.

18.

There is little racial hostility between students.

19.

The principal seeks ideas and suggestions from . the rest of the staff.

20.

Students and staff are proud of their school plant and help to keep
it attractive.

21.

Teachers are well prepared for class.

22.

Racial and ethnic minority students are encouraged to remain in school.

23.

Inservice education programs are available to teachers to help them keep
up-to-date on the best teaching strategies.

24.

Teachers in this school hold consistent high expectations for all students.

25.

The principal is accessible to discuss matters dealing with instruction.

26.

There is general agreement among the faculty as to disciplinary procedure.

27.

The administration and faculty discuss interethnic issues openly.

28.

The principal works well with the diverse elements of tbe community.

29.

The principal has articulated the goals of the students, staff, and
parents.

30.

This school has a faculty/student Human Relations Committee or Multiethnic Committee concerned with the issues of integrated education.

31.

Student assessment information (such as criterion-referenced tests,
skills checklists, etc.) is used to give specific feedback and plan
appropriate instruction.

32.

There is a "we" spirit in this school.

33.

There is representation of various racial and ethnic groups and both
sexes in textbooks, literary materials and films in the school.

34.

Students in this school abide by school rules.

35.

The principal requires and regularly reviews lesson plans.

36.

Local news coverage of the school stresses academic accomplishments.

37.

The standardized testing program is an accurate and valid measure of
the curriculum in this school.
The school encourages stud~nts to help other s~udents wi~h their
learning activities.

38.

assignmen~s

which dealt with ethnicity.
classroo~.

so students of all ethnic groups work together.

276

;=Stron;ly Agree
Questio~~aire

B=Agree

C=~ndecided

:or counselors,

D=Disagree

ad~inistrators

& teachers
( S~a:: )

39 .

~ne

40.

Most parents would rate this school as superior.

41.

Class atmosphere in this school is generally very conducive to learni ng
:or all students.

42.

At~endance

43.

!mpor~ant
s~udents,

44.

Parents are aware of the homework policy in this school.

45.

Typical daily lessons in this school follow this sequence: teacher
presentation, student practice, specific feedback, evaluation of student
per:ormance.

46.

The school is open to parents' suggestions and involvement.

47.

~~en

48.

Outside interruptions do
school.

· 49.

principal is responsive to

is good; students

s~udent

s~ay

problems.

away from school only for good reasons.

decisions are rnade in this school with representation from
:aculty, and administration .

students are assigned seatwork, teachers monitor their efforts
closely.
~

often interfere with instruction in this

Ninety-five to one hundred percent of students in this school can be
expected to complete high school.

50.

Parent groups reflect the racial and ethnic make-up of the student
population.

51.

Most students in this school are eager and enthusiastic about learning.

52 .

The climate in this school promotes learning.

53.

The

54.

Very few parents o£ students visit the schoo1 to observe the instruc-

staf~

is .integrated.

tional program.
55.

There is opportunity for all students to participate in clubs, student
organizations and other extracurricular activities.

56.

The school has publishedstatements of expectations and norms for the
conduct of staff and students. ·

57.

A positive feeling permeates the school.

58.

Student mobility is Q2! a problem for our school.

59.

This school is a safe place to work.

60.

A statement of purpose that is the driving force behind most importan t
decisions does ~ exist in this school.
~~K

YOU FOR THE TIXE

Yes, :'d like a copy of

~he

~~D

HELP YOU HAVE GIVEN TO THIS STUDY

results of this study.
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POLICIES

&~D

PR~CTICES

OF SENIOR HIGH SCHOOL PRINCIPALS

IN ACHIEVING AN EFFECTIVE PLURALISTIC ENVIRONMENT
STUDENT QUESTIONNAIRE
Introduction
This questionnaire is being used with the written approval of
the Connecticut Department of Education. Items in this Questionnaire have been drawn from the research on school and instructional effectiveness, and were reviewed and modified by
the Connecticut State Student Advisory Council on Education.
The purpose of this Questionnaire is to survey your perceptions
based on your experiences in this school. There are no right
or wrong answers. Whenever possible, questions are designed
to measure "school effects" and you are asked to generalize
about all the students in this school. Where this is not possible, you should respond from your own experience.
All responses are confidential. Please do nQ! write your name
on the Answer Sheet. The answer sheet should be used to answer
all questions EXCEPT the the first NINE ~ons in PART -A of the
questionnaire. These questions should be answered on the questionnaire. Otherwise, you should follow the instructions below.
Instructions
1.

Please record your answers to PART B on .the ANSWER SHEET.
Answer PART A on the questionnaire.

2.

All questions have five(S) possible answers. Record your
answer by darkening the space beneath ~ of the response
options (A - E) on the separate Answer Sheet. The response
categories are:
A = Strongly Agree
B = Agree
C =Undecided

(Use this option as

infreguent~v

as

possib~e.)

D = Disagree
E = Strongly Disagree
3.

Although some questions may seem to warrant a Yes-No response,
the response categories permit you to indicate the intensity of your feelings in relation to the item.

4.

~

5.

The person administering this Questionnaire is available
to answer procedural questions, but it is your interpretation of each item that is important.

6.

Each item must be read carefully. There is no time limit.
Completion of this Questionnaire is expected to take approximately twenty-five minutes.

perceptions based on your experience in this school
are important.
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POL:C:ES _;:.;D ??..;c::-:c:::s OF SE?.J IOR

c::-·-----"''
( ---.)~-?~ease
op~ions

l •

r:;

.:!I.C~:::; •: :::G

ci:cle the one
p:ovided.

1.
2.

3.
4.

6•

91".h

that best rep:esent(s) your answer ::om the

YOUR ETHNICITY

1.
2.
3.

lOth
ll th
12th

4.

5.

YOUR GENDER

2•

6.
l.

2.
3.

Male
Female

1.

2.
3.
4.
5.
4.

14 or under
15
16
17
18 or over

8.

l.
2.

American Indian
Asian
Black
lihite
Pacific Islander
Hispanic

FATHER'S EDUCATION
l.

2.

Yes
No

3.

Did not
to high
school
Went to
school,
did not
uate

go
high
but
grad-

Graduated
from high
school

MOTHER'S EDUCATION
l.

2.
3.
4.

RECEIVE A NEWSPAPER
REGu.L..AP.L Y?

9·

LIVE WITH BOTH PARENTS?
l.
2.

YOUR AGE
l.

SC:lOOL PRINC::L?.:U.S

:-,.;.; ::::?ECTIVE PLu'"P-;LISTIC ENVIROl'i:·!ElJT

~~be:(s)

YOUR GRADE

roiG~

s.

4. Attended
Did not go to high school
college
W_e nt to high school, but did
5. Graduated
not graduate.
Graduated from high school
from college
Attended college
Graduated from college

Yes
No

FA.'1ILY OWN THEIR HOME?

5.

l.

2.

Yes
No

B, DIRECTIONS: Please use the attached answer sheet to answer the follo•i~g
questions according to the directions on the cover sheet of this ~es~ionn~ire.
The answer represented by each letter is as follows:
.
A=Strongly Agree; B=Agree; C=Undecided; D=Disagree; and E=Strongly Disagree
1.

Attendance is _g ood; _ students stay. _away from school only ~or good _r easons .

2.

Very few parents of students visit the school to observe the instructional
program.

3.

Teachers praise all stude~ts for their accomplishments rather than praise
only those who accomplish the most.

4.

Studen~s

5.

The:e is an active
parents.

6.

Students are satisfied with their athletic and extracurricular activi t i es.

I

•

not mastering subject matter are required to repeat the course.
pare~t/school

group in this school that

i~volves

ma~y

>lost stude~ts come to class with all the mate:ials they need ( e.g., books,
paper, pencils).
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C=tindecicied
so~eone

8.

There is

9.

Students enjoy

i'-

~his

a~":.e:lding

D=Disagree

E=Strongly Disagree

school that I can talk to about

proble~s.

this school.

10.

Class-cu~~i:lg

ll.

Home visits, phone calls, newsletters and regular notes all are ways
that teachers co~unicate with parents in this school.

12.

The majority of students in this school participate in extracurricular
activities.

13.

I think people in this school care about me as a person; they are concerned about more than just how well I perform my role at school.

14.

Students and parents are aware of the homework policy in this school.

15.

There is a •ve" spirit in this school.

16.

This school building has the space and physical arrangements needed to
conduct the kind of programs ve have.

17.

Students are encouraged to seek extra help in class work and/or with
personal problems.

18.

Students work independently on seatwork for the majority of their time
in class.

19.

Teachers in this school are proud to be teachers.

20.

Important decisions are made in this school with represe:1tation from
students, . faculty and administration.

21.

Students are expected to master subject matter at each grade level.

22.

The faculty is integrated.

. 23.

is a problem for teachers at this school.

Courses stress the accomplishments of various racial and ethnic groups •

24.

People try to understand each other's views even though they don't agree.

25.

Heme visi~s, phone•callsL newsletters and reqularhnotes all are ways
tnat teacuers commun~cate w~tn parents ~n tn~s sc ool.

26.

Student assignments are corrected daily.

27.

Staff and students do not view security as an issue in this school. ·

28.

The principal talks with us frankly and openly.

29.

Students who want to learn are often interfered with.

30.

Discipline (p~~ishrnent), when it is given, is fair and related to violations of agreed-upon rules.

31.

There are opportunities for career education for students of all racial
and ethnic groups.
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STUDEt\T

QUESTIO:-r.~;..IRE

A=Strongly Agree

:S=;..gree

C=Undecided

D=Disagree

E=S:rongly Disagree

32.

Pictures ln school publications generally reflect the racial and ethnic
composition of the school, and fairly represent both genders.

33.

There is a co~ittee in the school where teachers, students and administrators can share ideas.

34.

There is opportunity for students to participate in clubs that promote
their race, gender or cultural heritage.

35.

Required classes are integrated by race, ethnicity and gender.

36.

§ijg~eruia g~KSo£o~~5~gnyc;>f

37.

There is opportunity for all students to participate in clubs,· student
organizations and other extracurricular activities.

38.

Most students in this school are eager and enthusiastic about learning.

39.

Teachers from one subject area or grade level respect those from other
subject areas and grade levels.

40.

The school day is just a boring routine.

41.

Most students would rate this school as superior.

42.

The school encourages students to help other students with their learning
activities.

43.

Students take advantage of special programs.

44.

§~~aRfi~~.in

45.

Most students get positive feedback from faculty and staff.

46.

There are procedures open to me for going to a higher authority if a
decision has been made that seems unfair.

47.

The standardized testing program is an
curriculum in this school •

.48.
49.
50.

responsibility for student_ activities, con-

this·school hold consistently high expectations for all

acc~rate

and

va~id

measure

o: the

Students
and staff are proud of their school plant and help to keep it
attractl.ve.
My parents initiate many contacts with the school.
Typical daily lessons in this school follow this sequence: teacher
presentation, student practice, specific feedback, evaluation of student
performance.

THANK YOU FOR THE TIME AND HELP YOU HAVE GIVEN TO THIS STUDY
Yes, I'd like a copy of the results of this study.

APPENDIX I
PARENT QUESTIONNAIRE
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POLICIES

~~D

PR;C7ICES OF SENIOR HIGH SCHOOL PRINCIPALS

IN ACHIEVDlG AN EFFECTIVE PLURALISTIC ENVIRONMENT
P.~ENT

QUESTIONNAIRE

Introduction
This questionnaire is being used with the written approval o:
the Connecticut Department of Education.
Items in this Questionnaire have been drawn from the research on school and instructional effectiveness, and others are designed to measure
social effectiveness in the school.
The purpose of this Questionnaire is to survey your perceptions
based on your experiences with your son/daughter's school.
There are no right or wrong answers.
Whenever possible, questions are designed to measure academic and social effectiveness, and you are asked to generalize about all staff and students in the school. Where this is not possible, you should
respond from your own experiences.
All responses are confidential. Please do £2! write your name
on the Questionnaire or Answer Sheet. The Answer Sheet should
be used to answer all questions EXCEPT the first NINE questions
in PART A of the Questionnaire. These questions should be
answered on the Questionnaire. Otherwise, you should follow
the instructions below.

Instructions
1.

Please record your answers to P.~T B. on. the ANSWER SHEET.
Answer PART A ·on the questionnaire.

:z.

All questions have rive(S) possible answers. Record your
answer by darkening the space beneath ~ of the response
options A - E) on the separate Answer Sheet. The response
categories are:

= Strongly Agree
= Agree
c = Undecided (Use the
D = Disagree
E = Strongly Disagree

A
B

option as infreguentlv as possible.)

3.

Although some questions may seem to warrant a Yes-No response,
the response categories permit you to indicate the intensity of your feelings in relation to the item.

4.

Your perceptions based on
are-important.

s.

Each item must be read carefullv. There is no time limit.
Completion of this Questionnaire is expected to take approximately twenty-five minutes.

~

experience with this school
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POLICIES AND PP..AC':'!CES OF SEiHOR HIGH SCHOOL PRINCIP.l,LS
IN ACHIEVING

EFFECTIVE

~

PARE~T

PLUP~ISTIC

ENVIRONMENT

QUESTIONNAIRE

Please circle the one number that best represents your answer from the options
provided.
PART A
BIOGRAP~IC

l.

5.

YOUR ETHNICITY
2.
3.
4.
5.
6.
YOUR
1.

2.

YOUR FAMILY STATUS

Own your
home

2.

Renting

NUMBER OF CHILDREN

3.

Living with
relatives
or friends

4.

l.
2.
3.

GE.~DER

Male
Female

4.
5.

3.

YOUR AGE
1.
2.
3.
4.

4.

7.

30 or younger
31-35
36-40
·ever 40

YOUR RESIDENCE
l.

2.
3.
6.

9.

Married
Divorced
Separated
Single

L

Asian
Black
White
Pacific Islander
American Indian
Hispanic

L

2•

INFOR~T!ON

One
Two
Three-five
Six-eight
Eight or more

SON/DAUGHTER'S GRADE
l.
2.
3.
4.

9th
lOth
llth
12th

y-LARs OF FORMAL EDUCATION
8.
1.
2.
3.

4.
5.

Less than 12
13- 16
17-20
21-24
Over 25

YOUR COMBINED FAMILY
l.
2.
3.
4.

s.
6.

INCO~.E~LAR

$10,000 or less
$l.l.,OOO-$l.S,OOO
$16,000-$25 , 000
$26,000-$35,000
$36,000-$.i;9,000
sso 000 or over

PART B
DIRECTIONS: Please use the attached answer sheet to answer the following
questions according to the directions on the cover sheet of this ques t ionnaire. The answer represented by each letter is as follows:
A

= Strongly

Agree; B

= Agree;

C

= Undecided;

D

= Disagree;

and E

= Strongly
Disagree

1.

Class-cutting is a problem for teachers at the school.

2.

Kinners of academic honors are acknowledged by trophies, plaques,
photographs, etc. displayed within the school.
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A = Strongly Agree

B =

Agree

c

= Undecided

D

= Disagree

E

S~rongly

Diagree
3.

Our school provides ways to promote communication and equity issues, including race, ethnicity and sex bias.

4.

Specific feedback on daily ass-igru:tents is given to stude::t.s regularly
and is followed up by the teacher.

5.

There have been assemblies which dealt with ethnicity.

6.

Teachers discuss ethnic diversity with students in the classroom.

7.

Homework is assigned regularly to all students.

8.

Teachers are well prepared for class.

9.

Racial and ethnic minority students are encouraged to remain in school.

10.

The principal is accessible to discuss matters dealing with instruction.

11.

The principal works well with the diverse elements of the community.

12.

The principal has artic "ulated the goals of the students, staff, and
parents.

13.

Local news coverage of the school stresses academic accomplishments.

14.

Parents are aware of the homework policy in this school.

15.

The school is open to parents' suggestions and involvement.

16.

Outside interruptions do
school.

17.

n£1

often interfere with instruction in this

Parent groups reflect the racial and ethnic make-up of the student
popu~ation.

18.

The climate in this school promotes learning.

19.

Teachers make assignments so_students.of all ethnic groups work together.

20.

Attendance is good; students stay away from school only for good reasons.

21.

Very few parents of students visit
program.

22.

The principal requires and regularly reviews lesson plans.

23.

There is an
parents.

24.

Students are satisfied with their athletic and extracurricular activities.

25.

There is a "we" spirit .. in this school.

ac~ive

~he

school to observe the instructional

parent/school group in this school that involves many
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A=Strongly Ag:ee

B=Agree

C=Undecided

D=Disagree

E=St:ongly Disagree

26.

Ho~e

27.

I think people in this school care about the students; they are conce:ned about more than just how well the students pe:~orm at school.

28.

Students ~rom all racial and ethnic backgroUnds are represented in all
curriculum tracks, .including college-preparatory.

29.

Teachers in this school are proud to be teachers.

30.

The faculty is integrated.

31.

Courses stress the accomplishments of various racial and ethnic groups.

32.

People try to understand each other's views even though they don't agree.

33.

This school has clear, consistent rules.

34.

Student assignments are corrected daily.

35.

Staff

36.

DisciplL~e

37.

There are opportunities for career education for students of all racial
and ethnic groups.

38.

Pictures in school publications generally reflect the racial and ethnic
composition of the school, and fairly represent both gende:s.

39.

Most parents would rate this school as superior.

40.

Teachers in this school hold consistently high expectations for all
students.

41.

Most students get positive feedback from faculty and staff.

42.

The standardized testing program is an accurate and valid measure of the
curriculum in this school.

43.

Students and staff are proud of their school plant and help to keep it
attractive.

44.

There is a committee in the school where teachers, students and administ:ators can share ideas.

45.

There is an opportunity for students to participate in clubs, student
organizations and other extracurricular activities.

46.

Most students in this school are eager and enthusiastic about learning.

visits, phone calls, newsletters and regular notes all are ways
that teache:s communicate with parents in this school.

~~d

students do not view security as an issue in this school.

(punishment), when it is given, is fair and · related to violations of agreed-upon rules.
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?ARE:-:-: Qt.:-z:s-::o:::iA.I.RE
A=Strongly A.;ree

B=Agree

C=Undecided

D=Disagree

E=Strongly Disagree

47.

Students have positions o: responsibility for student activities, conduct ~~d school property.

48.

Inservice education progr~s are available to teachers to help them keep
up-to-date on the best teaching strategies.

49.

Student assessment in!ormation (such as criterion-re!erenced tests,
skills checklists, etc.) is used to give specific !eedback and plan
appropriate instruction.

SO.

Student mobility is n£! a problem for this school.

PLEASE

~~SWER

THE QUESTIONS BELOW.

1.

In vour ooinion ~hat are the major strengths and greatest assets of
this school? What are its most commendable practices or characteristics?

2.

In your opinion, what are the most pressing problems and issues facing
this school? What practices, aspects or characteristics of this school
are in most need of improvement?

3.

How do you think these improvem7nts could be made and the problems
actively confronted and dealt v~th?

4.

Do you have other comments?
T:-=_;.;~K

[ ]

YOU FOR THE TIME .:O..'<D HELP YOU HAVE GIVEi'O TO '!'HIS STUDY

Yes, !'d like a copy of the results of this study.

APPENDIX J
COMMON PRINCIPAL INTERVIEW QUESTIONS
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COMMON PRINCIPAL INTERVIEW QUESTIONS
1.

What is your school's current enrollment?

2.

What is the ethnic composition of your school
(students, teaching staff, & other personnel)?

3.

How many years have you been in your position?

4.

How many years have the other administrators been in
their positions?

5.

What other support staff do you have at your school?

6.

Describe a typical day at your school.

7.

What are your procedures for measuring student
achievement?

8.

What are your methods of reporting student progress?

9.

How were your CAP scores this year?

10.

What are your district's graduation requirements?

11.

How are students assigned to honor and advanced
placement classes?

12.

What kinds of awards have students received?
merit scholars?

13.

What are your instructional goals?

14.

How are teachers organized for planning and
instruction?

15.

How is your curriculum and instructional program
reviewed?

16.

How is your curriculum

17.

What is your homework policy? Were there any parents
involved in the formulation of the policy?

18.

What are your procedures in evaluating teachers?

19.

What programs are offered in the basic skills?

20.

Do you offer any computer courses at your school?

Any

develo~ed?
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21.

What programs do you consider as being effective?

22.

What communication systems do you have with the staff?

23.

What kind of staff development activities do you have?

24.

What things are done to keep the staff happy:
especially the teachers?

25.

In general, how would you describe the climate of your
school?

26.

What types of things do you have for student
involvement?

27.

Is attendance at social functions representative of
ethnic groups within the school?

28.

How are you addressing cultural pluralism in your
school?

29.

How much parent and community involvement do you have
this year?

30.

What ways do teachers communicate with the parents?

31.

What are your disciplinary procedures?

32.

Are there any signs of graffiti or vandalism on
campus?

33.

Have there been any assaults on teachers at your
school?

34.

How would the staff, students, and parents grade your
school?

35.

What are some of your major concerns at your school?

36.

What are the strengths and weaknesses of the school?

37.

Is there anything else that you would like to add?

